University of Memphis

University of Memphis Digital Commons
Electronic Theses and Dissertations
2019

READING STRATEGIES IMPLEMENTED BY TEACHERS WHOSE
STUDENTS SUCCESSFULLY PASSED THE THIRD GRADE READING
SUMMATIVE ASSESSMENT IN THE STATE OF MISSISSIPPI
Sebrina Shantell Perkins

Follow this and additional works at: https://digitalcommons.memphis.edu/etd

Recommended Citation
Perkins, Sebrina Shantell, "READING STRATEGIES IMPLEMENTED BY TEACHERS WHOSE STUDENTS
SUCCESSFULLY PASSED THE THIRD GRADE READING SUMMATIVE ASSESSMENT IN THE STATE OF
MISSISSIPPI" (2019). Electronic Theses and Dissertations. 2709.
https://digitalcommons.memphis.edu/etd/2709

This Dissertation is brought to you for free and open access by University of Memphis Digital Commons. It has
been accepted for inclusion in Electronic Theses and Dissertations by an authorized administrator of University of
Memphis Digital Commons. For more information, please contact khggerty@memphis.edu.

READING STRATEGIES IMPLEMENTED BY TEACHERS WHOSE STUDENTS
SUCCESSFULLY PASSED THE THIRD GRADE READING SUMMATIVE
ASSESSMENT IN THE STATE OF MISSISSIPPI

by
Sebrina Shantell Perkins

A Dissertation
Submitted in Partial Fulfillment of the
Requirements for the Degree of
Doctor of Education

Major: Leadership and Policy Studies

The University of Memphis
May 2019

Dedication
This dissertation is dedicated to all those who made the completion of this endeavor possible.
You have helped me to develop into the person I am today through your unending support and
encouragement.

ii

Acknowledgements
“He gives strength to the weary and increases the power of the weak” (Isaiah 49:29). I
give all the glory to God. He was there from the beginning to the end. Great is thy Faithfulness.
It is a pleasure to thank those who made the completion of this endeavor possible. I continuously
give thanks to my Heavenly Father who has continued to give me strength to persevere through
this process. I would like to thank my family and friends for their love, support, and
understanding on this journey. A special thanks to my mother, Annette Jackson and my father,
Michael Jackson. Thanks for all your continuous support, inspiration, and love. You both have
kept me focused on the end goal throughout this entire program, and it is because of you both
that I was able to complete this dissertation.
To my friends and cohort members, Dr. Kendra Hightower and Dr. Ashlesha Lokhande,
thank you all for your friendship and for making this endeavor possible. I would not be here
today if it were not for you both. You women have helped me to develop into the person I am
today through your unending support, and encouragement.
I would also like to acknowledge my chair, Dr. Reginald L. Green, as well as my
committee members, Dr. J. Helen Perkins, Dr. Derrick Robinson, and Dr. Donald Hopper, for
leading and guiding me through this arduous process. Thank you for your thoughtful comments
throughout the writing process, your support for my topic, and pushing me to think in new ways.
Each of you, at different times and in many ways, were instrumental in seeing this dissertation
through to its completion. Thank you for all of your support and assistance. Finally, I would like
to thank all the educators and students who have had such a profound impact on me. You have
helped to shape the practitioner that I am. Thus, I dedicate this study to all of the educators that
embark on the best practices and have a will to do what is best for students. I am forever grateful

iii

that we are able to learn and grow together to become teacher leaders and share our love of
professional growth.

iv

Abstract
Perkins, Sebrina, Ed.D. The University of Memphis. May 2019. Reading Strategies Implemented
by Teachers whose Students Successfully Passed the Third Grade Reading Summative
Assessment in the State of Mississippi
Major Professor: Reginald Leon Green, Ph.D.

The low income and poverty-stricken areas of Mississippi have historically suffered from
low-test scores, low graduation rates, and a high concentration of special education students
Additionally, poor, Black Mississippians have performed lower, have lower graduation rates, and
score lower in college readiness than do students in the rest of the nation. Similar, Mississippi
continues to rank last or near the bottom on national measures of reading achievement. To
reverse this trend, in 2013 the Mississippi State Legislature passed the Literacy- Based
Promotion Act to improve the literacy skills of students beginning in kindergarten and extending
through third grade. The law requires every school district in the state to provide a strong
reading-intensive based curriculum, as well as interventions for students displaying a substantial
deficiency in reading. The law also mandate that school districts deny promotion from third to
fourth grade for any student whose deficiency in reading is not remediated before the end of third
grade. While many students are successful and are promoted to fourth grade, a large percentage
of third grade students are being retained as they may not pass the required summative
assessment.
The researcher used a qualitative case study design to identify the strategies and practices
implemented by third grade teachers whose students passed the summative reading assessment
and were promoted to fourth grade. Fifteen third- grade reading teachers from multiple school
districts in Mississippi participated in the study. From an analysis of the fifteen teacher’s
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interviews, five strategies emerged that were implemented by teachers whose students passed the
assessment.
These strategies correlate with the National Reading Panel’s five noted strategies and
practices that lead to successful reading instruction.
Keywords: reading comprehension, reading strategy usage, third grade reading, scaffolding,
sociocultural theory, schema theory, prison-to-school-pipeline
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Chapter One
Introduction to the Study
Today, reading and literacy are critical skills; they are the foundational skills for learning
other subjects. Literacy is defined by the International Literacy Association (2016), as “the
ability to identify, understand, interpret, create, compute, and communicate using visual, audible,
and digital materials across disciplines and in any context” (para. 1). Not only do they serve as
an essential foundational skill to learning, but it is also highly correlated to academic success.
Between third and fourth grade, a critical transition takes place. The premise is that in grades
Pre-k through third grade students are learning to read, and in grades 4th and above, students read
to learn (Goerge, Gwynne, Lesnick, & Smithgall, 2010; Green, 1995). Students who are not
reading with comprehension by the time they exit third grade are likely to be challenged when
attempting to successfully master other subjects (Goerge et al., 2010; Green, 1995). For poor and
minority students of color, this phenomenon is compounded as students who exit third grade
unable to read with comprehension are disproportionately poor students of color. There is a 29point gap between students from higher-and lower-income families (Center for Public Education,
2015) and a 25-point gap between minorities and non-minorities (Fiester, 2013). Consequently,
students entering fourth grade unable to read with comprehension has become a national
concern.
Reading is fundamental to achievement, and it is associated with prominent educational
policies (e.g., federal funding, teacher credentialing, No Child Left Behind [NCLB], standards,
assessment, and accountability) (Young, Shepley, & Song, 2010). Practitioners, policymakers,
and researchers all agree that third grade is a critical pivot point in which children go from
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“learning to read” to “reading to learn.” Children who do not read proficiently at this point tend
to fall behind and are four times more likely to drop out of high school than their readingproficient peers (Helios Education Foundation, 2014). According to the most recent National
Assessment of Educational Progress (NAEP), only 35 percent of fourth graders across the
country are proficient in reading. This is a crisis (Lu, 2013). As a result, both the federal and
state governments are open to considering new policy concepts that may be implemented to
improve students’ reading performance.
Background of Study
The high-stakes assessments that control progression through elementary, middle, and
high school and determine entrance to college are in large parts, a measure of reading
comprehension skills. Consequently, more than 8 million U.S. students in grades 4-12 struggle to
read, write and comprehend adequately (Guensburg, 2006). According to the 2004 National
Assessment of Educational Progress (NAEP), only three out of ten eighth graders read at or
above grade level. The National Center for Education Statistics also reported that only threefourths of high school students graduated in four years in 2003. Surprisingly in 2002, just over
half of African American and Hispanic students graduated at all (Guensburg, 2006).
Falling behind in school has severe consequences for life outcomes. Adults with lower
levels of literacy and education are more likely to be unemployed or to earn an income that falls
below the poverty level (Kutner et al., 2007; Lesnick, Goerge, Smithgall, & Gwynne, 2010).
Additionally, adults without a high school diploma or postsecondary education are more likely to
be incarcerated than adults with higher levels of education (Harlow, 2003). In summary, literacy
represents a key factor of academic, social, and economic success (Snow, Burns, & Griffin,
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1998). Two of the reasons for the lack of literacy skills are students drop out and student
retention.
The strongest school-related predictor of dropping out is poor academic performance.
According to a special report, Early Warning, from the Annie E. Casey Foundation, …the
process of dropping out begins long before high school. It stems from a loss of interest in middle
school, often triggered by retention in grade… and that, in a great many cases, is the result of not
being able to read proficiently as early as fourth grade. (p. 5)
Students who drop out frequently identify reading comprehension as their primary reason
for their inability to achieve academically (Creech, 2000). Students who read with
comprehension by the time they exit third grade are four times more likely to graduate by the age
of 19 than those who do not. Add poverty to the equation, and a student is 13 times less likely to
graduate on time than his or her proficient peers (Sparks, 2011). Likewise, grade retention is a
significant factor for students leaving school. Students who repeat a grade are twice as likely to
drop out, and this likelihood increases to four times for students who repeat more than one grade
(Woods, 1995).
Researchers are speaking to why students may not read. They revealed two reasons: some
students have a disability that makes reading difficult, and other students come to school without
the literacy experiences they need to become proficient readers. Thus, these students struggle
because they have received poor or inadequate reading instruction (Francis, 1996; Shaywitz,
Escobar, Shaywitz, Fletcher, & Makuch, 1992). The Barksdale Institution (2015) acknowledges
five components of literacy: phonemic awareness, phonics, fluency, vocabulary, and
comprehension. Because of the impact that these components have on a student's ability to read
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with comprehension, there have been numerous intervention programs for these five components
of literacy implemented by schools and school districts to address the national reading problem.
Some of these programs are: Read Well, Corrective Reading, Soar to Success, Reading Horizon,
Early Reading Intervention, the Orton-Gillingham Sonday System Program Reading
Intervention, and iReady and Response to Intervention. Nevertheless, after decades of reading
research and reading interventions, there is still a major reading crisis, especially for Black
students, which warrants national attention (The Annie E. Casey Foundation, 2010). As it has
been previously stated, poor reading skills are correlated to poverty during adulthood (The Annie
E. Casey Foundation, 2010), prison incarceration rates (Kunjufu, 2005), dropping out of school,
and struggling academically in other subjects besides reading (The Annie E. Casey Foundation,
2010). Black youth are overrepresented in these groups and become trapped in the School-toPrison Pipeline (Children’s Defense Fund, 2007).
There is a strong connection between early low literacy rates, high school dropout rates,
crime, and our country’s exploding incarceration rate. Every year, thousands of young people
experience a direct path from schools to juvenile detention centers and then ultimately to prison.
Youth of color, Hispanics, Latinos, and African Americans in particular, are at the greatest risk
of being pushed out of schools and into the streets, the juvenile justice system, and into adult
prisons (Wald and Losen, 2003; NAACP, 2005; Advancement Project, 2005; Children‘s Defense
Fund, 2007; Heitzeg, 2009). This injustice has become so alarming that scholars, children
advocates, and community activists now refer to it as "the school-to-prison pipeline" (Wald and
Losen, 2003; NAACP, 2005; Advancement Project, 2005; Children‘s Defense Fund, 2007;
Heitzeg, 2009). The school- to- prison pipeline refers to the pattern of tracking students out of
educational institutions, primarily through zero tolerance policies, and directly or indirectly into
4

the juvenile and adult criminal justice systems (Heitzeg, 2014). It disproportionately impacts
poor students of color, especially African American, and students with disabilities who are
suspended, retained, or expelled at the highest rates, despite comparable rates of infractions (Witt
2007; Heitzeg, 2009). Consequently, there has been a dramatic increase in the U.S. prison
population over the last 40 years. The United States currently has the highest incarceration rate in
the world. Over 2.4 million people are either in state or federal prisons and jails (PEW, 2008;
Heitzeg, 2009). Despite no statistical differences in rates of offending, the poor, the undereducated, and people of color, particularly African Americans, are over-represented in statistics
at every phase of the criminal justice system (Walker, Spohn & DeLone, 2012; PEW, 2008).
According to the 2003 National Assessment of Adult Literacy Prison Survey results, a large
number of incarcerated adults fall into the lowest two levels of reading proficiency. This mean
they lack the reading skills needed to navigate many everyday tasks, or they are only able to hold
down anything but lower paying jobs (Greenberg, Dunleavy, and Kutner, 2007). Data supports
that those without sufficient income earned by working are the ones most prone to crime.
Researchers have found that 75 percent of students identified with reading problems in
the third grade still struggle with reading in the ninth grade (Francis, 1996; Shaywitz, Escobar,
Shaywitz, Fletcher, & Makuch, 1992), and that students with poor word identification skills in
the third grade were unlikely to significantly improve their reading skills by the end of eighth
grade (Felton & Wood, 1992). Thus, meeting increased educational demands becomes more
difficult for students who struggle to read.
Poverty continues to be a severe problem throughout the United States (Levin & Riffel,
2000). It impacts all races, and its impact of poverty on education and student achievement may
be devastating (Carroll, Fulton, Abercrombie, & Yoon, 2004). In 2005, Latino and Black
5

children had higher rates of poverty in terms of percentages while white children had the highest
number, 11.1 million (NCCP, 2006). Often children from poverty attend the poorest schools,
have little options for choice, and are taught by teachers who are not highly qualified by any
definition (Carroll, Fulton, Abercrombie, & Yoon, 2004). The U.S. Census Bureau (2005)
reported that the total number of families living in poverty was 7.6 million. With such staggering
numbers of children from poverty attending public schools, finding ways to organize the system
for success has become a clear priority for educators and policymakers (Duncan et al., 1998).
Many states are seeking practices educators may use to address this educational crisis and
improve the reading comprehension level of students who are transitioning from third grade to
fourth grade. One such state is Mississippi.
According to the Mississippi Department of Education (2014) records, 44% of the states'
1,097 schools are located in rural areas, within one of the poorest regions in the United States
(United States Census Bureau, 2012; Mississippi Center for Public Policy, 2012). These school
districts face challenges such as low reading and math scores, high concentrations of students
living in poverty, and a critical shortage of teachers (Mississippi Center for Public Policy, 2012).
According to the 2016 United States Census Bureau, Mississippi had a poverty level of 20.8%,
based on a three-year average between 2004-2015, the highest in the nation. In 2017, the poverty
level was 19.8 %, leading as the forty-ninth most impoverished state in the United States and
fifth in the nation in K-12 Achievement (United States Census Bureau, 2017). As further
evidence of poverty, 73.7% of all students are on free or reduced lunch in schools (United States
Census Bureau, 2017).
The low income and poverty-stricken areas of Mississippi have historically suffered from
low-test scores, low graduation rates, and a high concentration of special education students
6

(Kober & Usher, 2012). Additionally, poor, Black Mississippians have performed lower, have
lower graduation rates, and score lower in college readiness than do students in the rest of the
nation (Al-Fadhli & Singh, 2010; NAEP, 2013). Similar, Mississippi continues to rank last or
near the bottom on national measures of reading achievement (Barksdale Reading Institute,
2015; Smith & Narrett, 2013). As a result, the State Legislature has taken significant steps
toward improving children’s reading achievement (Barksdale Reading Institute, 2015).
In 2013, the Mississippi State Legislature passed the Literacy-Based Promotion Act. The
Literacy-Based Promotion Act focuses on improving literacy skills beginning in kindergarten
and extending through third grade. The law requires every school district in the state to provide a
strong reading-intensive based curriculum, as well as an intervention, for students displaying a
substantial deficiency in reading. The law also mandates that school districts deny promotion
from third grade to fourth grade for any student whose deficiency in reading is not remediated
(Mississippi Center for Education Innovation, 2014).
Since 2014, Mississippi students in kindergarten through the 3rd grade have shown annual
improvement in reading skills. Mississippi is now 2nd in the nation for gains in 4th grade reading
on NAEP (from 2007-2017) (Mississippi Department of Education, 2018). As a result, many
students are successful and are promoted to fourth grade. However, a large percentage of thirdgrade students in Mississippi are retained as they may not read with comprehension or pass the
required summative assessment.
Statement of the Problem
Because reading is the gateway skill to further learning, children who may read
proficiently seldom catch up academically and often fail to graduate on time from high school or
7

drop out altogether. In fact, a national study correlating dropout rates with reading ability,
poverty, and race or ethnicity among third-graders found that striving readers accounted for
about a third of the students studied but represented more than three-fifths of those who
eventually dropped out or failed to graduate on time (Hernandez, 2011).
Many students are successful and are promoted to fourth grade. However, a large
percentage of third-grade students in Mississippi are retained as they may not read with
comprehension or pass the required summative assessment. During the 2015-2016 school year,
37,831 third grade students took the Third-Grade Reading Summative Assessment; however,
5,612 students failed (Mississippi Department of Education, 2016). The Center for Public
Education (2015) acknowledges that if children have not established basic reading skills by the
end of third grade, it might seem logical to hold them back a year; consequently, that has been
common practice, though controversial. Students who are held back a year face lower
achievement and poorer social-emotional outcomes than students who are promoted. Also, they
are more likely to drop out of school (as cited in the Center for Public Education, 2015).
Consequently, there is a need to identify and implement practices and strategies that will assist
students to read with comprehension by the time they exit third grade. Educators may equip
readers with the tools they need to help them construct meaning and comprehend the texts they
read. According to a guide from the Institute of Education Sciences (IES), a part of the U.S.
Department of Education, students beginning in kindergarten through third grade should learn
how to use instructional strategies to improve reading comprehension (Shanahan, Callison,
Carriere, Duke, Pearson, Schatschneider, & Torgesen, 2010).
Instead of reconciling the differences between strategies and practices, researchers,
educators, and publishers simply utilize them together to be comprehensive. For analysis and
8

discussion, the terms instructional strategies and instructional practices are implemented
synonymously. For the purpose of this study, instructional strategies are defined as techniques
teachers use to help students become independent, strategic learners (Alberta Learning, 2005).
According to Alberta Learning (2005), these strategies become learning strategies when students
independently select the appropriate ones and use them effectively to accomplish tasks or meet
goals. Instructional strategies may: motivate students and help them focus attention, organize
information for understanding and remembering, and monitor and assess learning.
Purpose of the Study
The purpose of this dissertation study was to examine instructional strategies that
effective teachers in Mississippi implemented to achieve success with students who are reading
with comprehension and successfully passed the summative assessment. The researcher also
sought to determine what specific practices and strategies were being implemented by effective
teachers to get students reading on grade level and passing the 3rd Grade Summative Assessment.
The importance of a good teacher may not be emphasized enough. Many state, federal, and
district policies are designed to promote teacher quality. Research on utilizing students’
achievement scores on standardized assessment confirmed that some teachers are more effective
than others and being taught by an effective teacher has essential outcomes for student
achievement (RAND Corporation, 2012).
Effective teachers are best identified by their performance, despite the common perception of
effective teachers can be identified based on where they went to school, whether they are
licensed, or how long they have taught (RAND Corporation, 2012). The RAND Corporation
(2012) disclosed that the best way to measure teachers’ effectiveness is to look at their on-the9

job performance, including what they do in the classroom and how much progress their students
make on achievement tests.
In the state of Mississippi, legislators have passed a retention policy that requires all 3rdgrade students to be reading on grade level before entering 4th grade. Data from the Mississippi
Department of Education 2015- 2016 Student Assessment Data revealed that 87 percent of
current third-grade students are reading on grade level, scoring at least 926 on the summative
assessment, and 13 percent of students are not ready for 4th grade. Thus, a number of students are
retained as they may not read with comprehension or pass the required assessment. If some
students are learning to read prior to exiting 3rd grade, the question becomes what strategies
effective teachers are implementing to teach 3rd grade students to read.
Research confirmed that teachers have extensive impacts on their students’ academic and
life-long success (e.g., Chetty, Friedman, & Rockoff, 2014; Nye, Konstantopoulos, & Hedges,
2004). Mendro, Jordan, and Bembray (1998) found that students who received 3 consecutive
years of high-quality instruction, or effective teaching, made 40% larger gains than students who
received low-quality instruction for 3 consecutive years (as cited in Stronge, 2011). For the
purpose of this study, students' test performance on the end-of-grade Reading Summative
Assessment was used to define an effective teacher. An effective teacher is one who had 95% of
their students to meet LBPA (Literacy-Based Promotion Act) passing score on the previous year
exam.
Research Question
The following research question was addressed in the study:
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•

What specific instructional strategies do effective teachers in the state of Mississippi
implement to teach reading to students who passed the Third Grade Reading Summative
Assessment?

Theoretical Framework
Two theories serve as the underlying framework of this study: sociocultural theory
(Vygotsky, 1934/1986; Wertsch 1991) and the schema theory (Barlett, 1932; Rumelhalt, 1980;
Carrell, 1981). These theoretical frames are relevant to the study because learning is understood
as social interaction involving learners and how teachers mediate learning. Both concepts are
discussed in the subsequent sections.
Sociocultural Theory
Sociocultural theory, based heavily on the work of Vygotsky (1934/1986), ascertains that
learning and language development are rooted in experiences, dialogue, and social interactions
with others and may not be separated from a social context. The sociocultural theory states that
without social interaction with other more knowledgeable peers, cognitive development will not
occur (Aljaafreh & Lantolf, 199; Lantolf & Thorne, 2006). Vygotsky’s (1934/1986) theory of
language development emphasizes that the primary function of speech is social contact and that
the social and cultural nature of development is dependent on a child’s interaction with adults.
Effective teacher seeks out the social and cultural knowledge and experiences that students
already have and make connections to classroom instruction. The nature of social interactions
allows children to observe and participate in the language and culture of those that are around
them. Vygotsky (1934/1986) posited that communication is a precursor before a child may
mentally organize thoughts and higher mental functions may not be developed without actually
11

engaging in speech. His conception of the “zone of proximal development” explains this idea.
The Zone of Proximal Development (ZPD) is a central concept in sociocultural theory that
explains the important role of teachers as interceders and is at the heart of the concept of
scaffolding (Clark & Graves, 2004; Lantolf & Poehner, 2008; Lantolf & Thorne, 2006).
The "zone of proximal development" (ZPD) is defined as the gap between what may be
done without assistance and what may be performed with little support from the teachers. The
concept focuses on socio-cultural interaction and scaffolding. The ZPD was considered for this
study because it relates to students at hand levels of understanding. This means that background
knowledge, communication, and relationships are essential to learning. Learning is successful in
situations where social interaction is encouraged between the teacher and students. Moreover,
individual learning occurs in a rich social context and with the support of scaffolding (Clark &
Graves, 2004; Lantolf & Poehner, 2008; Lantolf & Thorne, 2006).
Scaffolding is described as the process through which the teacher supports the learner. It
helps students to extend their knowledge through practicing skills with support and help from the
teacher. The main aim of reading is to comprehend what is being read (Goodman & Goodman,
2009, p.92). Scaffolding helps teachers activate learners’ prior knowledge which will help with
their understanding of the text. In the classroom, scaffolding can include modeling a skill,
providing hints or using cues, and adapting material or activities (Copple & Bredekamp, 2009).
Other examples of scaffolding include the following: prompts, questions, hints, models, visual
scaffolding including pointing, representational gestures, diagrams, and other methods of
highlighting visual information (Alibali, 2006). Vygotsky (1978) also viewed interaction with
peers as an effective way of developing skills and strategies. He suggested that teachers use
cooperative learning exercises where less knowledgeable children learn with help from more
12

knowledgeable peers as an effective way of developing these skills and strategies (McLeod,
2012).
Sociocultural theorist view reading as a social skill which requires active participation
and interaction of the learner (Lantolf, 2006; Remi & Lawrence, 2012). An understanding of the
sociocultural construction of literacy is essential because people identify themselves and their
language within their culture (Delpit, 2006). Although the common conception of literacy
development is the acquisition of a series of discrete skills, a sociocultural view of literacy
argues that literacy learning may not be abstracted from the cultural practices in which it is
nested (Razfar and Gutierrez, 2003).
This concept of literacy is one that includes efforts to understand children’s cultures,
including what counts as knowledge in their homes and neighborhoods (New, 2003). It also
values the literacy experiences and knowledge that students bring to school and validates
students as successful literate participants in the classroom. In relation to this study, the goal is
for teachers to negotiate and share meanings about texts and the classroom community with the
students, based on the language abilities that children automatically bring into the learning
environment. Therefore, it is essential for teachers to understand how language and sociocultural
factors support cognitive styles and the development of students who are viewed through an
autonomous lens as deficient based on their literacy skills (Street, 1985; New, 2003; Barton,
Hamilton, & Ivanic, 2000).
The Schema Theory
The Schema theory posits that reading comprehension is an interactive process between
the text that is read and the reader’s pre-existing knowledge (Wallace, 2003; Rumelhart, 1980).
13

Therefore, reading comprehension depends on how a reader interprets and makes meaning of
words when reading the text (Grabe, 2004). Reading comprehension research over the years has
been profoundly inﬂuenced by the schema theory. The schema theory explains how information
we have stored in our minds help us gain new knowledge.
The term schema was first introduced by psychologist Barlett in 1932 as "an active
organization of past reactions or experiences" (p. 201). It was later introduced in reading by
Rumelhalt (1980), Carrell (1981) and Hudson (1982) when discussing the importance of
background knowledge in reading comprehension. Rumelhart (1980) defined schema as "a data
structure for representing the genetic concepts stored in memory " (p. 34). Medin and Russ
(1992) defined schema as "a general knowledge structure used for understanding" (p. 246).
However, for this study, schemas, or schema as they are sometimes known, is defined as
“cognitive constructs which allow for the organization of information in long-term memory”
(Widdowson, 1983).
The schema theory assumes that written text does not carry meaning by itself. Instead, a
text only provides directions for readers as to how they should construct meaning from their own
previously acquired knowledge or background knowledge. The previously obtained knowledge
structures are called schemata (Barrlett, 1932; Adams and Collins, 1979; Rumelhart, 1980). The
schema theory argues that comprehending a text is an interactive process between the reader’s
background knowledge and the text. Therefore, efficient comprehension requires the ability to
relate the textual material to one’s own knowledge (Huang, 2009).
Prior knowledge plays a vital role in readers’ ability to comprehend text. A reader’s prior
knowledge may come from their experiences or from reading. When a reader activates his or her
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prior knowledge, he or she is linking what they already know to what they are currently reading
and learning (Alfaki & Siddiek, 2013). Cooper (2000) explains that the interaction between the
reader and the text is the foundation of comprehension. A text does not carry meaning all by
itself. The reader brings information, emotion, culture, and most importantly, knowledge to the
printed word (Brown 2001). This knowledge includes an understanding of the world, an
understanding of language structures, and knowledge of texts and forms they take in terms of
genre and organization. In the process of comprehending, readers relate the new information
presented by the author to old information stored in their minds (Cooper, 2000). When the
student may connect what he or she is reading with something already known or understand,
prior knowledge is being utilized to make sense of the new information (Cooper, 2000).
There are three different types of schemata that have been suggested: 1) formal schemata,
2) content schemata, and 3) cultural schemata. Formal schema refers to the background
knowledge of the organizational structures in ways in which different genres are presented to a
reader (Carrel and Eisterhold, 1983). Content schema refers to the background knowledge of the
content area of the text (Carreli and Eisterhold, 1983, p. 80). It contains conceptual knowledge
about what usually happens within a particular topic and how these happenings relate to each
other to form a coherent whole (Carreli and Eisterhold, 1983). Richard et al. (2000) defined
culture schema as the beliefs, attitudes, behavior, and social habits of members of a particular
society. Studies by Johnson (1981) and Carreli (1981) found that the implicit cultural knowledge
presupposed by a text interacts with the reader's own cultural background knowledge of content
to make texts whose content is based on one's culture easier to read and understand than
syntactically and linguistically equivalent text based on a less familiar, more distant culture. In
essence, different groups may interpret the same texts differently because of their cultural
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experiences (Steffenson, et al., 1979). Therefore, it is important for a teacher to be sensitive to
the cultural differences of students because, without such cultural awareness, there may be no
adequate and total comprehension on the part of the students. Research on the theory of schema
has had a signifimayt impact on understanding reading (Barrlett, 1932; Adams and Collins,
1979; Rumelhart, 1980).
Definition of Terms
Within the context of this study, the following definitions were applied:
1. Achievement gap- The academic disparities that exist in reading and math scores between
majority (white students) and minority students (students of color) as determined by
standardized measures.
2. Comprehension- The process of simultaneously extracting and constructing meaning
through interaction and involvement with written language (RAND Reading Study Group,
2002, p. 11).
3. Literacy Retention Policy- Many states have adopted “mandatory retention” laws that
require schools to hold back third graders who are not reading at a certain level of
proficiency and who do not meet other criteria for exemptions.
4. Good Cause Exemptions- A 3rd grade student who fails to meet the academic requirements
for promotion to the 4th grade may be promoted for good cause:
•

Limited English Proficient students with less than two (2) years of instruction in
English Language Learner program;

•

Students with disabilities whose Individualized Education Program (IEP) indicates
that participation in the statewide accountability assessment program is not
appropriate, as authorized under state law;
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•

Students with a disability who participate in the accountability assessment and who
have an IEP or Section 504 plan that reflects that the student has received intense
remediation in reading for two (2) years but still demonstrates a deficiency and was
previously retained;

•

Students who demonstrate an acceptable level of reading proficiency on an alternative
assessment approved by the State Board of Education;

•

Students who have received intensive intervention in reading for two (2) or more
years but still demonstrate a deficiency in reading and who previously were retained
in Kindergarten or First, Second or Third Grade for a total of two (2) years and have
not met exceptional education criteria.

5. Instructional Strategies- A strategy is the intentional application of a cognitive routine by a
reader before, during, or after reading a text. Comprehension strategies help readers enhance
their understanding, overcome difficulties in comprehending text, and compensate for weak
or imperfect knowledge related to the text (Shanahan, Callison, Carriere, Duke, Pearson,
Schatschneider, & Torgesen, 2010).
6. Mississippi Literacy-Based Promotion Act- an act to improve the reading skills of
kindergarten and first through third grade public school students so that every student
completing 3rd grade reads at or above grade level. The intent is to increase the proficiency
of all students in reading by the end of their 3rd grade year of school (Mississippi
Department of Education, 2014).
7. Literacy- Literacy is the ability to identify, understand, interpret, create, compute, and
communicate using visual, audible, and digital materials across disciplines and in any context
(International Literacy Association, 2016).
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8. Proficiency- Mississippi Department of Education determines proficiency by calculating the
percentage of students who performed at or above the “proficient” achievement category on
assessments. In other words, this is the percentage of students whose assessment score placed
them in the proficient or advanced achievement category.

9. Reading Instruction- Reading involves the explicit teaching of foundational skills (e.g.,
phonological awareness, alphabetic principle, concepts of print, word identification, fluency)
in tandem with unconstrained skills (e.g., vocabulary and comprehension) (International
Literacy Association, 2018).
10. Reading Retention- Retention requires both decoding and comprehending what is written.
This task relies on high level cognitive skills, including memory and the ability to group and
retrieve related ideas. As students progress through grade levels, they are expected to retain
more and more of what they read. From third grade on, reading to learn is central to
classroom work. By high school it is an essential task.
11. Retention- the practice of holding back a student and asking them to repeat the same grade.
Common causes of retention include failing or not being academically ready for the next
grade (Dell, 2014), or in the Third -Grade Retention Promotion Act’s case; not being on the
correct reading level.
12. 3rd Grade Summative Assessment- The 3rd Grade Reading Summative Assessment is a
multiple-choice test that is given in the Spring online or via a computer that covers the
Mississippi College-and Career-Ready Standards of reading for foundational skills,
information text, literature, and language. The Mississippi Literacy-Based Promotion Act
requires students to take the MKAS2 3rd Grade Reading Summative Assessment to ensure
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they are reading at grade level by the end of 3rd grade (Mississippi Department of Education,
2015).
13. Strategy- Deliberate, goal-directed attempt to control and modify the reader’s efforts to
decode text, understand words, and construct meanings of text (Afflerbach, Pearson, and
Paris, 2017, p. 38).
14. Summative Assessment- Summative assessments are utilized to evaluate student learning,
skill acquisition, and academic achievement at the conclusion of a defined instructional
period. Summative assessments commonly collect detailed information that educators may
use to determine learning progress and achievement, evaluate the effectiveness of educational
programs, measure progress toward improvement goals, or make course-placement decisions
(The Glossary of Education Reform, 2013).
Limitations
Due to the scope of the study, the major limitation of the study was the study was limited
to the state of Mississippi and teachers in the state of Mississippi.
Significant of the Study
This study determined strategies implemented by effective teachers to assist students in
passing the 3rd Grade Summative Assessment. It will also help educators understand effective
literacy instruction and how it benefits students.
Organization of the Study
The study is organized into five chapters. Chapter One, the introduction to and overview
of the study, includes background information, statement of problem, purpose of the study,
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research questions, definition of terms, a theoretical framework, significance of the study, and
limitations. Chapter Two is a concise review of the literature regarding the analysis of effective
literacy instruction based on the previous studies conducted. Chapter Three describes the
methodology including the design of the study, the selection of the population and participants,
the research questions, and the data collection procedures. Chapter Four contains the findings.
Chapter Five contains a discussion of the findings, their relationship to existing research,
implications for practice, and identifiable topics for further research.
Chapter Two
Review of the Literature
Many educators are concern about the number of elementary students, especially those in
grade 3, who struggle with reading. Such concerns are warranted. A decade of studies indicate
that when students get off to a poor start in reading, they rarely catch up. Striving readers
encounter negative consequences such as grade retention, assignment to special education
classrooms, or participation in long-term remedial services. As these students progress through
grade levels, the academic distance from those who read well grows more pronounced (Kelly
and Campbell, 2008; Learning First Alliance, 1998; Rashotte, Toregesen & Wagner, 1997).
The terms “literacy” and “reading” have traditionally been used interchangeably by
scholars in reference to the topic under study. The term “reading” refers to a complex cognitive
process in which the reader attempts to construct meaning from text (Anderson et al., 1985;
Cooper et al., 2012; Pressley, 1998). Reading is further defined as a process in which the reader
interacts with the text using prior knowledge and experience to acquire a store of new
information, comprehend arguments, and glean main ideas from sources (Carter, 1997). Reading
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involves the explicit teaching of foundational skills (e.g., phonological awareness, alphabetic
principle, concepts of print, word identification, fluency) in tandem with unconstrained skills
(e.g., vocabulary and comprehension) (International Literacy Association, 2018). Literacy is
defined by the International Literacy Association (2016) as “the ability to identify, understand,
interpret, create, compute, and communicate using visual, audible, and digital materials across
disciplines and in any context” (para. 1). Cooper et al. (2012) described literacy as encompassing
reading, writing, listening, thinking, speaking and learning. Literacy instruction typically begins
in the early grades, thus, placing the responsibility of ensuring that all children develop good
reading skills upon the primary teachers (Mathes et al., 2010). From third grade onward,
students received very little instruction in reading comprehension. Instead, teachers focus on
comprehension testing. Once a reading is complete, students are often required to respond to
questions based on what was read (Durkin, 1978–79; Trehearne, 2004). Thus, high-quality
literacy instruction in the primary grades is the greatest defense for preventing future reading
failure (Snow et al., 1998).
Although it is suggestive that no single instructional strategy or practice has proved
successful with all children, several studies and meta-analyses have examined strategies and
practices that lead to successful reading instruction. Five of the most noted ones surfaced in a
report by Barksdale Reading Institute (2015) and in the National Reading Panel’s (2000) Report
of the National Reading Panel: Teaching Children to Read: An Evidence-Based Assessment of
the Scientific Research Literature on Reading and Its Implications for Reading Instruction. In
both reports, phonemic awareness, phonics, fluency, vocabulary, and reading comprehension
were identified as strategies and practices leading to students successfully learning to read with
comprehension.
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Phonemic awareness instruction
Phonemic awareness instruction is beneficial to all beginning readers. Phonemic
awareness has been defined as the ability to understand that words are made up of different
sounds (Cooper et al., 2012; Morrow et al., 2011). Further, the term has been described as the
conceptual framework on which reading is built, essential to the development of the alphabetic
principle, word recognition and inventive spelling (Stahl, 1997). Students who lack phonemic
awareness instruction are likely to face major obstacles in learning to read (Gillon, 2003).
In examining research about the levels of phonological awareness that lead to phonemic
awareness and the instructional techniques that support early reading skills, Gillon (2003) found
that there is a clear hierarchy of phonological awareness skills, which includes (from easiest to
most difficult): syllables, onset-rhyme, and phonemic awareness. Lonigan, Burgess, Anthony,
and Barker (1998) noted that a grasp of the easier levels of phonological skills appears at earlier
ages than do the more difficult phonemic awareness skills. This means that students learning to
read, or students struggling with reading, may benefit from some early attention to phonological
skills not yet mastered prior to teaching phonemic awareness (Barksdale Reading Institute,
2015).
In addition to being a key factor in beginning reading acquisition, phonological
awareness (especially phonemic awareness) is a reliable predictor of reading success (Barksdale
Reading Institute, 2015). Labbo and Teale (1997) suggested that phonemic awareness may be
developed and fostered by implementing a wide array of engaging activities that include, but are
not limited to, riddles, rhymes, poetry, chants, alliteration, puns, tongue twisters, and clapping
syllables.
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Phonics
The second practice leading to successful reading is phonics. Phonics is very important in
reading instruction. Phonics has been defined as “the study of the relationships between the
speech sounds (phonemes) and the letters (graphemes) that represents them” (Cooper et al.,
2012, p. 487). Kelly and Campbell (2008) noted that students struggle with reading because they
lack phonics. A strong body of research indicates that beginning readers benefit from explicit
phonics instruction (Adams, 1990; Anderson et al., 1985; Chall, 1983; Cooper et al., 2012;
National Reading Panel, 2000; Snow et al., 1998). The National Reading Panel (1999)
acknowledged that if phonics instruction is systematically taught to students in grades
Kindergarten through 6th, students benefit because they focus on phonemes, the smallest units in
spoken syllables and words. Phonics instruction assists students in understanding that spoken
words are composed of distinguishable sounds and that sounds are represented in print by
symbols. Moreover, phonics instruction enables learners to receive instruction in blending
sounds and word patterns (Kelly & Campbell, 2008).
The National Panel of Reading (2000) acknowledged that the ability to recognize sight
words is another vital skill striving readers need that they are lacking. Many striving readers lack
rapid word recognition, which limits their comprehension; therefore, it is important for teachers
to teach common words through practices such as Dolch Sight words, matching games, and word
searches (Kelly & Campbell). The Simple View Research (Hoover & Gough, 1990), the most
influential research supporting the importance of decoding instruction, proposed that strong
decoding and language comprehension skills are needed to be a skilled reader. The researchers
defined decoding as the ability to read nonsense words out of context and language
comprehension as the ability to understand text that is read aloud. Along with numerous other
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studies (Catts, Adlof, & Weismer, 2006; Verhoeven & van Leeuwe, 2011; Chen & Vellutino,
1997), they have validated the basic premise that decoding is a necessary skill for reading
comprehension and that linguistic strength may not make up for poor decoding skills. These
studies also revealed that strong decoding is a prerequisite for reading comprehension. It
established that early reading instruction must ensure that children learn to decode accurately
(Barksdale Reading Institute, 2015).
Fluency
Fluency is also very important for reading comprehension. Word reading fluency was
defined by Cooper et al. (2012) as the ability to read words of connected text smoothly and
without significant word recognition problems. The National Reading Panel (2000) defined
fluency as the ability to read a text quickly, accurately, and with proper expression. According to
the Barksdale Reading Institute (2015), there is a strong correlation between oral reading
fluency, measured as rate and accuracy, and reading comprehension. Snow, Burns, and Griffin
(1998) recommended that reading fluency and word recognition accuracy be regularly assessed
in the classroom since the ability to obtain meaning from print depends so strongly on them.
Pikulski and Chard (2005) noted that teachers who work with beginning readers should focus
significant amounts of instructional time on basic word recognition and word analysis skills
because accuracy is a fundamental component of fluency (Barksdale Reading Institute, 2015).
Feedback is also valuable when students are learning to read. Immediate feedback on
errors helps students develop the critical habit of reading accurately (Barksdale Reading
Institute, 2015). Pany and McCoy (1988) found that third-grade students with reading disabilities
(those who read 10% to 15% of words incorrectly) significantly improved their word recognition
and comprehension scores when given immediate feedback on every single error. Therefore, it is
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recommended that teachers provide beginning readers and students struggling with accuracy
daily and systematic opportunities to learn to read words accurately (Snow et al.,1998).
Additionally, the National Reading Panel (2000) found that the most effective ways to develop
fluency are by repeated oral readings and guided oral repeated reading. By using repeated oral
readings and guided oral reading practices, regardless of students’ reading levels or ages
(Barksdale Reading Institute, 2015).
Rasinski (2012) recommended four strategies for increasing fluency skills: 1) teacher
modeling reading a selected text with fluency and expression, 2) teacher providing support to
students with support as they read the same text out loud, independently, chorally, paired with
partner, or along with recording, 3) the teacher helping the students focus on reading with
expression by bringing attention to meaningful phrases and words, and, 4) providing students
with multiple opportunities to practice their reading. Similarly, Beers (2003) suggested the
following strategies for improving fluency: repeated exposure to high-frequency words;
modeling expression, phrasing, and pacing; explicit instruction of phrasing and intonation;
prompting rather than correcting; and rereading texts.
Vocabulary
Reading vocabulary is crucial to the comprehension processes of a skilled reader
(Barksdale Reading Institute, 2015). Readers depend mainly on their background knowledge
(schemata) and the wide vocabulary strategies they have in order to understand the reading
materials (French, Ellsworth, & Amoroso, 1995). Young readers usually find difficulty in
comprehending a text if they do not know a lot of the words in the text (Harmer, 2005).
Therefore, the vocabulary of readers is the key to learning to make the transition from oral to
written forms. Researchers have identified four types of vocabulary: listening, speaking, reading,
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and writing (Armbruster et al., 2001). Children acquire vocabulary directly and indirectly when
they hear and see words used in a variety of contexts ranging from conversations, reading, and
explicit instruction.
According to the National Reading Panel (2000), as a learner read a text, the vocabulary
words they encounter is mapped into the oral vocabulary the learner brings to the task. The
reader learns to translate the (relatively) unfamiliar words in print into speech with the
expectation that the speech forms will be easier to comprehend. Students benefits in
understanding a text by applying letter-sound correspondences to printed material, but only if the
target word is in the learner’s oral vocabulary. When the word is not in the learner’s oral
vocabulary, it will not be understood when it occurs in print (Barksdale Reading Institute, 2015).
According to Allington (2006), independent reading has been shown to be a
a critical factor in students acquiring new word meanings. Equally, research conducted by
Pressley and Allington (2014) revealed that when children attempt to derive the meanings of
unfamiliar words in context, they often misinterpret them due to either poor prior knowledge or
weak contextual clues within the text. As a result, teaching common word parts including
affixes, base words, and root words may accelerate vocabulary growth by helping children learn
the meanings of multiple unknown words (Adams, 1990; Armbruster et al., 2001; Marzano,
2004). Adams (1990) recommended teaching word parts by common meaning to increase
vocabulary and comprehension skills.
There are numerous strategies and resources for teaching vocabulary. Blachowicz and
Fisher (2011) stressed the importance of engaging students in discussions, sharing, feedback, and
scaffolding to increase word learning. In addition, Marzano (2004) outlined eight evidencedbased strategies for direct vocabulary instruction:
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1. Provide students with descriptions of words using everyday language rather than
definitions.
2. Present words using linguistic and nonlinguistic representations.
3. Gradually shape the meanings of words through repeated exposure.
4. Teach students roots, base words, and affixes.
5. Organize words into categories by semantic features (e.g., setting, typical uses, physical
characteristics, etc.).
6. Allow students to interact with words through discussion.
7. Incorporate vocabulary games into instruction.
8. Focus on content specific terms (p. 90).
Marzano (2004) and Cooper and Kiger (2003) proposed that direct vocabulary instruction
has an impressive track record of improving students’ background knowledge and the
comprehension of academic content. Marzono (2004) extended the research by suggesting that
teaching content-specific vocabulary increases comprehension by 33%, compared to a 12%
increase in comprehension when vocabulary instruction is limited to high-frequency word lists.
Comprehension
The last strategy identified by the Barksdale Reading Institute is comprehension.
Comprehension is very important in reading instruction. The RAND Reading Study Group
(2002) stated that comprehension is “the process of simultaneously extracting and constructing
meaning through interaction and involvement with written language” (p. 11). Smith and
Robinson (1980) defined reading comprehension as the understanding, evaluating, and utilizing
of information and ideas gained through an interaction between the reader and the author. A
common definition for comprehension is a process in which readers construct meaning by
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interacting with text through the combination of prior knowledge and previous experience,
information in the text, and the stance the reader takes in relation to the text (Pardo, 2004).
Comprehension occurs in the transaction between the reader and the text (Kucer, 2001;
Rosenblatt, 1978). The reader brings many things to the literacy event; however, meaning
emerges only from the interaction of readers with a text at a particular moment in time.
Comprehension is the core of reading (Durkin, 1993), and reading depends on many
levels of language skills. There are many avenues to improved reading comprehension, including
the previously mentioned teaching of phonemic awareness, phonics, oral reading fluency, and
vocabulary. These forms of instruction influence how well students comprehend text (Barksdale
Reading Institute, 2015).
Allington (2001) acknowledged that most readers, including striving readers, benefit
enormously when they may construct meaning that help make the comprehension processes
visible. This may happen using several different strategies, but specifically through schema.
Schema help students connect the reading with something they have already learned. Pardo
(2004) noted that the more background knowledge, or schema, a reader has to connect with a
text, the more likely the reader will be able to make sense of what is being read. Pardo (2004)
further noted that when children have inadequate background knowledge, a teacher may use a
variety of strategies to help build knowledge. Good readers use strategies to support their
understanding of the text. Teachers help students become good readers by teaching them how to
use the strategies (Keene & Zimmermann, 1997; Miller, 2002; Pardo, 2002). Strategies such as
incorporating informational texts across content areas and genres, using graphic organizers, and
teaching students to connect text to self, the world, and other texts. Researchers have found that
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teaching multiple strategies simultaneously may be particularly powerful (Trabasso & Bouchard,
2002; National Institute of Child Health and Human Development, 2000; Pressley, 2000).
Although research has not identified a single set of evidence-based strategies that are
most effective in increasing comprehension, it does support the idea that there is a wide array of
strategies and practices for helping children construct meaning and build critical thinking skills
(Cooper et al., 2012; National Reading Panel, 2000). Cooper et al. (2012) found visualizing,
making connections, monitoring, inferencing, identifying important information, generating and
answering questions, summarizing and synthesizing, and evaluating as key strategies that may
enhance students’ comprehension when they are taught explicitly. Explicit instruction involves a
multistep, scaffolding process in which the teacher provides a great deal of student support in the
early stages, followed by a gradual release of responsibility (McLaughlin, 2012). Clark and
Graves (2005) reported that scaffolding is one of the most necessary techniques essential to
enhancing comprehension. The precept behind scaffolding is that students are given the
opportunity to learn complex tasks in manageable chunks.
There are two apparent groups of readers: successful readers and striving readers, and
each group come to reading with a different experience that will produce different results.
Successful readers read a variety of genres frequently, comprehend their reading, and may elicit
information from a text. On the other hand, striving readers are reluctant to read, lack fluency,
and have negative feelings attached to reading (Dell, 2014). Research conducted by Chall,
Jacobs, and Baldwin (1990) indicated that many students, especially those who come from
economically disadvantaged backgrounds, become ineffective readers as they move from the
early to the upper elementary grades (Trehearne, 2004). In other words, there is a slump in their
reading beginning around the 4th grade and often increasing through high school.
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To understand the causes of the 4th-grade slump, it is important to examine the factors
that affect students’ reading comprehension. Students' attitudes toward reading (motivation and
interest), the time allotted for engaging the reader, comprehension strategy instruction and
practice, vocabulary and word knowledge, and opportunities for rich text talk and written
response are all key factors that influence reading comprehension (Trehearne, 2004). Similarly, it
has also been noted that the prevalence of children with reading difficulties is often associated
with the economic and social circumstances of the home. This finding is supported by studies
conducted in the mid-1970s where variables, such as social class, family income, educational
background of the parents, and the number of books in the home were consistently related to
school reading achievement (Romeo, 2002).
Researchers have established that children’s early attainment of decoding skill is a
reliable predictor of later reading achievement (Juel, 1998; Pressley, 1998; Chapman and
Tunmer, 2003). It has been established that skilled reading comprehension requires the reader to
be capable to process the written symbols of text at an appropriate level. This is reinforced by the
fact that poor decoders, both in and out of school, read substantially less than average readers
(Beck and Juel, 1992). However, reading and the comprehension of text is a complex process,
and there is more to reading and comprehension than just decoding or word calling (De Corte et
al., 2001; McNaughton et al., 2004; Rivalland, 2000).
Other Effective Literacy Practices
Given the numerous studies and scholarly articles published on the topic of literacy
instruction over the past few decades, it may appear that no two educators agree on the most
effective or ineffective methods of teaching children to read. In fact, scholarly findings on the
subject of literacy has often been inconclusive or contradictory in terms of the superiority of a
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particular method or approach (Bond & Dykstra, 1966/1997; Chall, 1983). Thus, other effective
literacy practices effective in promoting the academic growth of students in primary grades
include read aloud, shared reading, guided reading, and independent reading, and shared writing.
Read-aloud. Read-aloud may be defined as an activity that "provides a context through
which adults and children share a joint topic focus, which affords an opportunity for children to
participate in increasingly sophisticated conversations that move beyond a perceptual focus to
encompass conceptually oriented discussions" (Pentimonti & Justice 2010, p. 242). Strachan
(2015) continued this definition by describing read-aloud more in-depth by stating, "During
interactive read-aloud, teachers scaffold children's sense-making and support their learning of
new concepts through direct instruction; asking questions before, during, and after reading" (p.
209). Essentially, an interactive read aloud is when a teacher actively engages students while
reading a specific text aloud. The reading is not a simple reading of the words; it engages
students in the experience, rather than postponing their involvement until after the reading
(Delacruz, 2013).
There have been many noted benefits for reading aloud with younger elementary
children. Fien, et al. (2011) acknowledged that read-aloud practices are a prevalent component of
reading instruction in the early grades. Strachan (2015) added that verbal interaction and
discussion between teachers and young learners helps promote social and reading skills.
Additionally, Wiseman (2011) found that read-aloud are important learning opportunities for
emergent readers because teachers may actively model and scaffold comprehension strategies,
engage readers, and cultivate a community of learners. Thinking aloud is a common and
effective form of modeling read-aloud that helps students focus on building meaning (Bauman,
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Seifert-Kessel, & Jones, 1992) and understanding how successful readers construct meaning
while reading.
Teachers may also use read-aloud to help scaffold a text that is too rigorous for students
to read on their own independently. Strachan (2015) also stated the importance of reading aloud
to primary students. She acknowledged that discussions about a text help clarify the information
of the passage for younger students. Among many other benefits of read-aloud, Rog (2001) listed
the following:
•

Building Vocabulary,

•

Understanding of content,

•

Encourages understanding of a higher level,

•

Motivating students to read.

Rasinski and Padak (2000) recommended that teachers incorporate read-aloud strategies daily,
especially in classes which include students with reading difficulties, as such strategies allow
learners to become more familiar with literacy (Wood & Salvetti, 2001).
Shared reading. Shared reading is a collaborative learning activity. Shared reading is an
interactive experience that students join a part of it while reading a book or other texts guided
and support by a teacher (Stahl, 2012). Developed by Don Holdaway in 1979, shared reading
involves the teacher reading a text aloud. While the teacher reads, guidance and support are
needed for the student. The children may contribute to reading along as well.
In shared reading, teachers use thinking aloud to show students thought process, and
provide fluent models of oral reading as students follow along with copies of the text. Students
then pose questions, discuss central themes with a partner, and construct written responses to the
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text. Implemented initially as a read-aloud using a stretch text that may be too difficult, shared
reading scaffolds instruction in a gradual release model that ultimately enables the learner to read
the story with little teacher assistance (Stahl, 2012; Kurshumlia & Stavileci, 2015). Shared
reading is an important activity that needs to be integrated into the classroom. It contributes to
the child's reading development of phonemic awareness, phonics/letter identification, builds
concepts of print, improves fluency, and aids comprehension (Bus, Van Ijzendoorn & Pellegrini,
1995; Snow, Chandler, Lowry, Barnes & Goodman, 1991).
Guided reading (small group instruction). Research has revealed that beginning
readers benefit most from being taught explicit skills during intensive small-group instruction.
Differentiated small-group reading instruction enables teachers to focus on specific skills needed
by varied groups of children (Tyner, 2003). Whole-group lessons may often be too challenging
for students with the least literacy knowledge, and too easy for students with the most literacy
knowledge (Williams, et al., 2009). Small group instruction, on the other hand, better enables
teachers to meet the needs of each student. Small group instruction is noted as being more
effective than whole-group instruction because teachers may (1) differentiate instruction to meet
each student’s needs, (2) better match instruction to each student’s level, and (3) respond to
children’s reading more effectively (Amendum, et al., 2009).
Teachers differentiate small-group instruction by matching instruction to meet the needs
of the learner (Kosanovich, Ladinsky, Nelson, & Torgesen, 2007). In order to accommodate
these needs, teachers plan reading centers for small groups that offer plenty of practice
opportunities for children. Through small-group literacy lessons, teachers explicitly teach
students what they need to know about reading and keep them engaged and motivated through
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hands-on word-work activities that promote inquiry and critical thinking (Williams, PhillipsBirdsong, Hufnagel, Hungler, & Lundstrom, 2009).
Additionally, small group instruction enables children to have access to high-quality
interaction with their teacher (Wasik, 2008). Teachers are able to observe students as they are
learning and modify instruction, clarify misconceptions, and discuss material to meet the specific
learning needs of each child in a small group. Each group receives high-quality reading
instruction and children may be engaged in meaningful tasks that are related to their specific
instructional levels (Kiley, 2007). Tyner (2005) noted that one key point that makes guided
reading successful is that students are regularly evaluated and shuffled and reshuffled in flexible
groups to meet instructional needs best.
Independent reading. Voluminous reading is critical to the development of reading
proficiency (Allington, 2014; Cunningham & Stanovich, 1998). Reutzel and Juth (2014) found
that time spent silently reading independently correlated strongly with reading achievement.
Regular independent reading built into the school day aids the development of specific skills and
habits that contribute to students’ overall reading achievement and attitudes toward reading
(National Reading Panel, 2000). Pilgreen (2000) describes the role that independent reading
plays in supporting students’ development of agency this way:
In order for children to be prepared to read for enjoyment and information, they must
learn to be independent in making book selections and setting purposes for reading. We
may help students begin to achieve this autonomy by surrendering some control to them.
To do this we must provide them with opportunities to read under conditions in which
they choose their reading selections, their purposes, and their own demands for learning.
This is why they need carefully orchestrated periods of time to read in school. (p. 5)
Hundreds of correlational studies found that the best readers read the most and poor
readers read the least; these studies suggest that the more children read, the better their fluency,
vocabulary, and comprehension (National Reading Panel, 2000). Certainly, it is during
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successful, independent reading practice that students consolidate their reading skills and
strategies and come to own them; reading proficiency lags without reading practice (Allington &
McGill-Franzen, 2003). Examples of independent reading programs are DEAR (drop everything
and read), AR (Accelerated Reader), and SSR (sustained silent reading). These programs are
adopted to encourage children to read for pleasure without the teacher picking out books for
them (Dell, 2014).
Interactive Writing. Interactive writing is intertwined as a cognitive and social process
where the teacher and the students work collaboratively through meaningful interactions to
transcribe a message (Askew & Frasier, 1999). Askew and Frasier (1999) noted that interactive
writing is a process utilizing scaffolded learning and instruction. During interactive writing, the
goal is for the students to contribute what they know while the teacher extends their
understanding of how print works.
Interactive writing is supported by both social constructivist theory (Vygotsky, 1978) and
the emergent literacy approach (Clay, 1975) that allows children and teachers to “share the pen”
during writing lessons to create group texts. During interactive writing, the teacher offers varying
levels of support and children are invited to take a more active role in the writing process. The
teacher and students write the letters and words of the group text. The teacher makes decisions
about the appropriate level of support students need based on each child's current level of
knowledge with the text (Rubadue, 2002).
Moreover, teachers are able to individualize writing instruction based on each child's
individual age, needs, and ability level. As children go through the steps of an interactive writing
lesson, they are introduced to a variety of important emergent literacy skills within an authentic
writing experience (Rubadue, 2002).
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Independent writing. Independent writing is a time when students write by themselves.
In independent writing situations teachers, construct conditions for children to write, explore and
respond to texts independently (Harris et al., 2003, p. 62). However, texts that they write need to
be familiar and clearly arise from what has been demonstrated in modeled writing and composed
in guided writing. Irwin (2007) noted that writing is one of the most powerful tools for
developing comprehension because it actively involves the reader in constructing a set of
meanings that are useful to the individual reader.
Students engage in independent writing at all phases of the writing process. It is not just
‘free choice’ writing; rather, it is a way for students to demonstrate what they are able to do as a
result of explicit instruction and scaffolds offered by the teacher. In this sense, it is the
independent phase of the gradual release of responsibility (Pearson & Gallagher, 1983; Duke,
Pearson, Strachan & Billman, 2011). Through independent writing, the children use the
knowledge and skills they have developed about text types and the writing process to write for
different purposes and audiences. They practice their writing skills and apply what they have
learned to new contexts. The teacher provides support through regular discussions or conferences
with individuals and needs-based teaching as required (Wing Jan, 2001, p. 26).
Reading Comprehension Strategies
The National Research Council (NRC), a group of experts convened to examine reading
research and address the serious national problem of reading failure, concluded in their report
Preventing Reading Difficulties in Young Children (Snow, Burns, & Griffin, 1998) that most
reading problems may be prevented by providing effective instruction and intervention in the
primary grades (Denton, 2008). Further, the NRC noted that, in order for students to read well,
they must understand how sounds are represented by print and apply this understanding to read
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and spell words, become fluent readers, learn new vocabulary words, learn to self-monitor when
reading, and correct their own errors (Denton, 2008).
Understanding a text is a complex task. A multitude of research has shown over the last
75 years (e.g., Davis, 1944; NRP, 2000; Purcell-Gates, Duke, & Stouffer, 2016; RAND Reading
Study Group, 2002), several elements of text instruction are important for fostering reading
comprehension. Pressley (2000) noted that word-level skills and background knowledge are
important components of teaching reading comprehension. Others acknowledged teaching
text/story structure (Duke et al., 2011; NRP, 2000), building vocabulary and language knowledge
(Duke et al., 2011; Kamil et al., 2008), and increasing student motivation and engagement
around reading (Guthrie, Wigfield, & Perencevich, 2004) as important components of teaching
reading comprehension. The main focus herein is teaching reading comprehension strategies,
that is, explicitly modeling, explaining, and scaffolding how one reads in different situations,
which have been proven to significantly improve reading ability (e.g., Pressley, Johnson,
Symons, McGoldrick, & Kurita, 1989; Rosenshine & Meister, 1994).
Reading comprehension strategies are processes for enhancing comprehension and
overcoming comprehension failures (Palincsar & Brown, 1984). These strategies have been
defined as part of the procedural knowledge (knowledge about how to comprehend text) that
readers use as tools for long-lasting comprehension and learning (McNamara, 2011). Strategies
are distinguished from other reading processes because they demand the readers’ attention in
constructing the meaning of a text (Afflerbach & Cho, 2009). Afflerbach, Pearson, and Paris
(2017) defined strategies as “deliberate, goal-directed attempts to control and modify the reader’s
efforts to decode text, understand words, and construct meanings of text” (p. 38). In order to
effectively use strategies, readers must consciously apply certain cognitive techniques before,
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during, and/or after reading (Paris, Wasik, & Turner, 1991) while keeping the intended purpose
of the reading clearly in mind.
Comprehension strategies are flexible by nature and widely applicable (Grossman, 2015)
and transferable to other reading situations. Kamil et al. (2008) pointed to certain strategies as
particularly powerful in improving students’ comprehension. These strategies include
summarizing main ideas, asking questions about texts, paraphrasing, drawing inferences based
on information about the text and prior knowledge, using graphic organizers to visualize
elements of the text, and thinking about the types of questions to be answered. Other strategies
have also been deemed useful to students are story mapping (Idol, 1987; Reutzel, 1985), creating
mental imagery (Pressley, 1976), activating prior knowledge (Duke et al., 2011; Fisher & Frey,
2015), predicting (Block & Duffy, 2008), setting purposes for reading, scanning and skimming
(Duke et al., 2011). The strategies are deemed most effective across the literature.
Alder (2001) found that there are seven research-based evident strategies for
improving text comprehension: monitoring comprehension, metacognition, graphics and
semantic organization, answering questions, generating questions, recognizing text
structures, and summarizing. Research over the past 20 years has shown that children with
reading difficulties benefit from explicit instruction in decoding skills and strategies, fluency
vocabulary word meanings and word-learning strategies, and comprehension strategies. Explicit
instruction is considered a powerful delivery system for teaching comprehension strategies
(Kamil et al., 2008) because it is a clear and direct approach (Archer & Hughes, 2011). Such
instruction conveys new information to students in a supportive climate, with explicit
explanations, modeling, and guided practice (Rupley, Blair, & Nichols, 2009).
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Monitoring Comprehension. Comprehension monitoring instruction teaches students
to be aware of what they understand, identify what they do not understand, and use
appropriate strategies to resolve problems in comprehension. Students who are good at
monitoring their comprehension know when they understand what they read and when they
do not (Alder, 2001). Weak comprehenders often do not realize where or when they do not
understand. Instead, they just keep reading. Students need to know that their reading must
always make sense (Trehearne, 2004). Good readers use metacognitive strategies to think
about and have control over their reading. Before reading, they might clarify their purpose
for reading and preview the text. During reading, they might monitor their understanding,
adjusting their reading speed to fit the difficulty of the text and fixing any comprehension
problems they have. After reading, they might check their understanding of what they read
(Alder, 2001).
Metacognition. Metacognition is defined as thinking about one’s own thinking
(Trehearne, 2004). Metacognition is an active thinking process that may be described as
“knowing how to know” (Paris, Wasik, & Turner, 1991). Metacognition refers to two important
concepts related to reading comprehension: (1) a reader’s awareness of how well he or she is
understanding the reading, and (2) a reader’s ability to control his or her own thinking. This
includes the use of comprehension strategies to improve or repair failing comprehension while
reading (Paris, Wasik, & Turner, 1991). Metacognitive skills include self-monitoring strategies
in comprehension, active participation, and self-reflection to regulate one’s learning (Chan &
Cole, 1986). Students using metacognitive reading strategies evaluate the reading task demands
in light of their skills for reading, including their ability to select, employ, and monitor strategy
usage (Deshler, Ellis, & Lenz, 1996).
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Graphic and Semantic Organizers. Daniel Willingham (2008) classified learners into
three different types: those who learn by looking (visual learners), those who learn by
listening (auditory learners), and those who learn by manipulating things (kinesthetic
learners) (cited in Sam & Rajan, 2013). By understanding what sort of learner a child is, a
teacher may improve his or her learning by presenting the appropriate material to that child
based on their learning style. The use of graphic organizers as a tool for visual learners may
make comprehending a text easier and more engaging for students (Praveen & Rajan, 2013).
Learning through visual representations help students organize information in a text more
effectively. They are also able to identify information in the text such as the main idea,
supporting details, facts, opinions, text structures, and comparisons more easily ( Praveen &
Rajan, 2013, p. 156). Graphic organizers are known by different names such as maps, webs,
graphs, charts, frames, or clusters (Alder, 2001). However, regardless of the name, there are
three main ways teachers may use graphic organizers in their teaching and a number of ways that
students may use them to enhance their learning process. Graphic organizers may be exerted
before, during, and after instruction. Before instruction, graphic organizers are utilized to
evaluate students’ understanding of the content. During instruction, graphic organizers may
assist in students’ thinking and check ongoing comprehension. After instruction, graphic
organizers help students summarize the content (Praveen & Rajan, 2013).
Students with learning disabilities and English as a Second Language (ESL) students,
or other English Language Learners (ELL) particularly benefit from the use of graphic
organizers because graphic organizers are an effective, nonverbal way of interpreting what
they have read from both narrative and informational texts and to concretely manage, retain,
and recall abstract information (Trehearne, 2004).

40

Answering and Generating Questions. Asking good questions is essential to learning.
Asking questions may be more important than getting the answers, particularly when the
questions encourage students to think critically. Thus, the art of questioning lies at the basis of all
good teaching (Betts, 1910). When teachers ask higher‐order thinking questions and give
students opportunities to develop deep explanations, learning is enhanced, and students develop
important critical thinking skills. Higher-order thinking questions often start with question stems
such as Why, What caused, How did it occur, How does it compare, or What is the evidence
(Betts, 1910). A meta-analysis of studies of instructional practices (Redfield & Rousseau, 1981)
found a positive relationship between the use of higher-level questions during instruction and
student gains on tests of both factual recall and application of thinking skills.
An example of teacher questioning that supports thinking and discussion is the K-W-L
strategy, which helps students learn from an expository text (Ogle, 1986). Using this strategy, the
teacher models for students how to create a three-column chart, labeling the first column K, the
middle column W, and the third column L. The teacher then introduces the topic of the
expository text that students are to read and asks students to brainstorm words, terms, or phrases
from their background knowledge about the topic of the text. The teacher record students’
information in the K column of the chart. Next, the teacher asks students what they want to learn
about the topic or what they think they will learn about the topic. The teacher records the
predictions in the W column of the chart. This help in setting students’ purpose for reading.
Afterward, the teacher or students read the text. After the reading is complete, students record in
the L column the new knowledge they learned from reading the text. The teacher then leads a
discussion of the information that is recorded in the L column. The K-W-L strategy supports
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student learning before, during, and after reading. As students use this procedure over time, they
become more actively involved in their reading of an expository text (Ogle, 1986).
To become critical thinkers and good independent learners, students also need to ask
themselves questions as they read. Self-questioning was identified as the most effective strategy
in improving comprehension when the National Reading Panel (2000) examined 203 studies on
reading comprehension. Effective self-questioning may improve students’ awareness and control
of their thinking, which in terms may improve their learning. It may improve long-term retention
of knowledge and skills, as well as the ability of students to apply and transfer the knowledge
and skills they learn (Rosenshine, Meister, & Chapman, 1996)
Text Structures. Reading researchers have argued that knowledge of text organization or
structure is an important factor for text comprehension (Aebersold & Field, 1997; Fletcher, 2006;
Grabe, 1991, 2004, 2008; Hall, Sabey, & McClellan, 2005; Horiba, 2000; Kendeou & van den
Broek, 2007; Meyer, 2003; Meyer & Poon, 2001; Snyder, 2010). Text structure is defined as
“how the ideas in a text are interrelated to convey a message to a reader” (Meyer and Rice, 1984,
p. 319). It involves the reader looking mentally for the text structure of a text by looking at
keywords, subheadings, and other text features that may reveal the structure the writer is using.
The recognition and use of text organization are essential processes underlying comprehension
and retention (Meyer, 1985). Meyer (1985) classified these text structures as follows:
• Description: The author describes the topic.
• Sequence: The author uses numerical or chronological order to list items or events.
• Compare/contrast: The author compares and contrasts two or more similar events,

topics, or objects.
• Cause/effect: The author delineates one or more causes and then describes the ensuing
effects.
• Problem/solution: The author poses a problem or question and then gives the answer.
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Students in grade 3 are expected to recognize text structure. The ability to identify and
analyze these text structures in expository texts helps readers to comprehend the text more easily
and retain it longer. Signal or cue words employed by nonfiction writers send a signal to the
reader as to the text structure the writer has followed (Duke & Bennett-Armistead, 2003).
Readers who are unaware of the text structures are at a disadvantage because they do not
approach reading with any type of reading plan (Meyer, Brandt, & Bluth, 1980). However,
readers who are familiar with text structures expect the information to unfold in certain ways
(RAND Reading Study Group, 2002).

Summarizing. Summarizing is an important strategy for developing student
comprehension and oral language proficiency. Retelling is an opportunity for student s to
select what was important to them from the text, make personal connections, and share that
information either orally or in writing (Trehearne, 2004). On the other hand, summarizing is
a step beyond retelling. It often involves breaking important parts of a text into manageable
chunks. A summary provides the gist or essence of what has been read or heard and may
consist of only a sentence or two. Summarizing helps students to improve their grasp of the
main idea, an important skill in comprehension. Both retelling and summarizing incorporate
students’ ability to infer, to provide a more insightful, synthesized summary (Trehearne,
2004; Adler, 2001). When students infer, they go beyond the literal meaning to what is
implied. They use their own experiences and background knowledge to help them make
sense of and gain deeper insights into, the text (Trehearne, 2004). In summary, instruction in
summarizing helps students identify or generate main ideas, connect the main or central
ideas, and eliminate unnecessary information (Alder, 2001).
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Literacy Components
In the National Reading Panel’s (2000) Report of the National Reading Panel: Teaching
Children to Read: An Evidence-Based Assessment of the Scientific Research Literature on
Reading and Its Implications for Reading Instruction, the panel found the integration of
technology in the classroom to be essential in the development of students’ literacy skills. Song
and Keller (2001) acknowledged that technology is a way to supplement teacher effectiveness
and instruction to ensure individual student’s needs are being met. Adaptive technology
diagnosis a student’s areas of weaknesses in reading and assigns specific learning experiences
aimed at improving students’ reading comprehension during the reading instructional block.
Technology provides an unlimited number of opportunities for practice while making
learning fun and engaging (Song & Keller, 2001). Balajthy, et al. (2001) found in a clinical study
on reading improvement through computer instruction that students demonstrated a significant
improvement in reading fluency by using meaning-oriented reading and writing activities,
reading and writing skills, word identification, synthetic phonics, word families, and structural
analysis. Smolin and Lawless (2003) also concluded that technology provides instructional
practices that traditional instruction does not when they conducted a study that examined the role
that technology plays in the classroom and with students. They found that technology enables
information to be presented in multiple ways. For example, teachers may use presentation
software to introduce new content and concepts to students. Likewise, teachers may use
technology to reconfigure information that is tailored to each student’s individual needs.
In summary, the extent to which new technologies effectively support reading instruction
and learning in the classroom is unknown. Teachers may draw on technology to engage students
in challenging authentic learning (Cioro, 2003; Watts-Taffe, Gwinn, Johnson, Horn, 2003). The
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extent to which new technologies effectively support reading instruction and learning in the
classroom is unknown.
Literacy & Illiteracy
A considerable amount of research acknowledges that students who have literacy
problems early in their academic career fall behind and never catch up (Ferguson & Lynskey,
1997; Juel, 1988; Sadler & Sugai, 2009). Hall (2006) contend that reading difficulties at an early
age that is not corrected, tend to worsen well into adolescent years and beyond. Likewise, he
argued that students who suffer from literacy problems start to lose motivation in school when
they start to feel like they may not be successful in school academically. These students become
disinterested in school, become a behavior problem and eventually drops out (Lane, Wehby,
Menzies, Gregg, Doukas, & Munton, 2002; Alexander, Entwisle, & Horsey, 1997). In other
words, early deficiency in literacy development may well affect students into adulthood
(Velluntino & Smaylon, 2002).
Dorn (1993) found that illiteracy is one of the most prominent indicators of students who
drop out of high school. He contended that dropping out of high school is just the beginning
of the problem for illiterate teenagers. He also maintained that obtaining a job without a high
school diploma is extremely difficult; however, it is even more difficult for someone who may
not read. Similarly, following their longitudinal, multilevel analysis, Goldschmidt and Wang
(1999) found illiteracy to be a major determining factor in teenagers dropping out of school. One
survey revealed that 90% of 17-year-old African American male dropouts were below the
expected reading level and, of this group, 78% dropped out in the ninth grade. In addition, in all
ethnic and socioeconomic categories, students who were held back in school at least once
were 45% more likely to drop out, and students who were held back two grades were 90% more
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likely to drop out.
Research conducted by Perry et al. (2003) on middle school dropouts showed that grade
retention and illiteracy were the two most powerful predictors of dropouts. The Education
Commission of the States (2012) acknowledged that grade retention disproportionately affects
disadvantaged students of lower socioeconomic status. Decades of research cite that African
American, Latino, and Native American students are more likely to be held back a grade because
of poor academic performance (Neill, et al., 2009). In a 2002 meta-analysis of 17 studies
examining factors associated with dropout, Jimerson et al. found in all 17 studies that grade
retention was associated with subsequent school withdrawal which is a controlling factor
historically associated with dropout (as cited in Hanover Research, 2013). Similar, Lynch (2013)
noted that students who are retained become unmotivated and disengaged in school. These
students often feel stigmatized by retention, and the possibility of these students dropping out
increases.
School-to-Prison Pipeline
Children who are not reading on grade-level by the time they exit third grade are four
times more likely to leave school without a diploma (Annie E. Casey Foundation, 2010). Those
who leave high school without a diploma are 3.5 times more likely to be incarcerated than their
peers who do (U.S. Department of Education, 1994). Often, delinquent teenagers who drop out
of high school do not have the skills or the motivation to enter the job market (Perry et al., 2003),
and since they already have a tendency toward misbehavior, many dropouts get in trouble with
the law and are incarcerated (Weishew & Peng, 1993).
In the past decade, there has been a growing linkage between schools and legal systems.
The school to prison pipeline refers to this growing pattern of tracking students out of
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educational institutions, primarily through zero tolerance policies, and directly or indirectly into
the juvenile and adult criminal justice systems (Heitzeg, 2014). It disproportionately impacts
poor students of color, especially African American, and students with disabilities who are
suspended, retained, or expelled at the highest rates, despite comparable rates of infractions (Witt
2007; Heitzeg, 2009). In particular, youth of color are at a greater risk of being pushed out of
schools and into the streets, the juvenile justice system, and into adult prisons and jails. This
injustice has become so alarming that scholars, children advocates, and community activists now
refer to it as "the school-to-prison pipeline" (Wald & Losen, 2003; NAACP, 2005; Children’s
Defense Fund, 2007; Heitzeg, 2009).
Currently, the United States has the highest incarceration rate in the world. Over 2.4
million people in the United State are either in state or federal prisons or jails (Pew, 2008;
Heitzeg, 2009). Despite no statistical differences in rates of offending, the poor, the undereducated, and people of color, particularly African Americans, are over-represented in statistics
at every phase of the criminal justice system (Walker, Spohn & DeLone, 2012). A similarly
oppressive trend has emerged in the juvenile justice system. Black youths are 2 times more likely
to be arrested, to be referred to juvenile court, to be formally processed and labeled as delinquent
or referred to the adult criminal justice system than white youths. In addition, they are 3 times
more likely than white youth to be sentenced to out-of-home residential placement (Walker,
Spohn & Delone, 2012; Heitzeg, 2009).
While Advanced Placement and vocational tracks prepare students for their respective
positions in the workforce, it is the "schoolhouse to jailhouse track" that prepares students for
their futures as an inmate in the political economy of the prison industrial complex (Heitzeg,
2009). The school to prison pipeline is correlated with several trends in education that negatively
47

impact students of color. These trends include: the growing poverty rates, declining in school
funding, re-segregation of schools by race and class, under-representation of students of color in
advanced placement courses and over-presentation of students in special education tracks, high
stakes testing, and the rising drop-out/push-rates (NAACP, 2005; Darling-Hammond, 2007;
Heitzeg, 2009). In summary, rather than creating an atmosphere of learning, engagement and
opportunity, current educational practices have increasingly blurred the distinction between
school and jail (Heitzeg, 2009).
Schools have been known to formally and informally track students into various areas of
the curriculum; however, tracking students out of schools and into jails is a new phenomenon
(Heitzeg, 2009). Most schools have adopted zero-tolerance policies to deal with behavioral
issues such as fighting on school premises, being in contact with alcohol and drugs, and carrying
a concealed weapon on the school premise (Heitzeg, 2009). Zero tolerance policies have
generally involved harsh disciplinary consequences such as long-term and/or permanent
suspension or expulsion for violations, which often led to arrest and referral to juvenile or adult
courts.
On the surface, zero tolerance policies are facially neutral and are applied equally to all
class and gender. However, a growing body of research suggests that these policies are anything
but (ABA, 2001; NAACP, 2005; Skiba, 2001). Criminalized education policies like zerotolerance policies disproportionately impact the poor, students with disabilities, LGBT students,
and youth of color, especially African Americans, who are suspended, expelled and arrested at
the highest rates, despite comparable rates of infraction (Witt, 2007; Advancement Project,
2011). According to the U.S. Department of Education, Civil Rights Division documents
revealed that nationally, black students are three and a half times more likely to be suspended or
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expelled than their white peers. One in five black boys and more than one in 10 black girls
received an out-of-school suspension (Lewin, 2012). In fact, black students made up only 18
percent of students, but they accounted for 35 percent of those suspended once, 46 percent of
those suspended more than once and 39 percent of those expulsed (Lewin, 2012; Advancement
Project, 2012). This racial over-representation manifests itself in higher drop-out rates for
students of color and students from historically disadvantaged minority groups who have a little
over a fifty percent chance of graduating high school (Losen & Gillepsie, 2012; Schott
Foundation, 2012).
These racial disparities may be explained by differential enforcement of zero tolerance
policies. Research has found no evidence that African American youths violate rules at higher
rates than other groups (Skiba, 2001); however, the persistence of stereotypes of young African
American males and cultural miscommunication between students and teachers is often cited as
one key factor. White women make up 83 percent of the nation’s teaching ranks, and stereotypes
may determine the decision to suspend or expel. Consequently, this racial disproportionality
between teachers and students is noted as one of the key factors in the school to prison pipeline
(Heitzeg, 2009).
It no surprise that zero-tolerance policies have contributed to the already high drop-out
rate for students of color. By comparison, graduation rates for Whites and Asians are 75 and 77
percent nationally compared to Hispanics and African Americans 55 percent. Increased drop-out
rates by minority students are directly related to the repeated use of suspension and expulsion
(NASP, 2006). The Advancement Project (2011) noted that students who have been suspended
or expelled are more likely to experience poor academic performance and eventually drop-out.
Additionally, the National Center for Education Statistics (2012) documented that 31 percent of
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high school sophomores that left school had been suspended three or more times, a rate much
higher than for those who had not been suspended at all.
In conclusion, the school to prison pipeline has already claimed tens of thousands of
young lives. Fueled by poverty and segregation, an under-funded education system pressured by
high-stakes testing and zero tolerance policies, and an increasingly oppressive justice system, the
link between education and incarceration continues to threaten the future many youths (NAACP,
2005). Failure to address these contributing factors is costly, certainly in terms of the funds
distracted from education towards incarceration, but also in lost potential and lost lives. Many
young people who are affected by zero tolerance policies never reenter the educational system,
and the loss to society is huge (NAACP, 2005).
Teacher Quality
Relevant research has confirmed that teacher quality is the most significant factor in raising
student achievement (Allington, 2012; Anderson et al., 1985; Darling-Hammond, 1996; Marzano
et al., 2001; Sanders & Rivers, 1996; Stronge, 2011; Taylor et al., 2002). The importance of a
good teacher may not be emphasized enough. Many state, federal, and district policies are
designed to promote teacher quality. Research on utilizing students’ achievement scores on
standardized assessment confirmed that some teachers are more effective than others and being
taught by an effective teacher has essential outcomes for student achievement (RAND
Corporation, 2012). Effective teachers are best identified by their performance, despite the
common perception of effective teachers can be identified based on where they went to school,
whether they are licensed, or how long they have taught (RAND Corporation, 2012). The RAND
Corporation (2012) disclosed that the best way to measure teachers’ effectiveness is to look at
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their on-the-job performance, including what they do in the classroom and how much progress
their students make on achievement tests.
Although studies disclosed that there is no single program, strategy, or practice has been
shown to be superior in increasing student proficiency rates, Barber and Mourshed (2007) found
that students under the guidance of teachers with high student achievement outcomes, no matter
their initial proficiency levels, progressed at three times the rate of students placed with teachers
with low student achievement outcomes. Mendro, Jordan, and Bembray (1998) found that
students who received 3 consecutive years of high-quality instruction, or effective teaching,
made 40% larger gains than students who received low-quality instruction for 3 consecutive
years (as cited in Stronge, 2011).
Research confirmed that teachers have extensive impacts on their students’ academic and
life-long success (e.g., Chetty, Friedman, & Rockoff, 2014; Nye, Konstantopoulos, & Hedges,
2004). Overall, qualities of effective teachers roughly fall into three categories: personality
qualities (including attitude), knowledge of content and pedagogy, and skills (including
classroom management and lesson differentiation). Stronge (2002) argued effective teachers
recognize complexity, communicate clearly, and serve conscientiously. Moreover, Stronge
claimed the “ultimate proof” of teacher quality is students’ results (i.e., grades, test scores,
graduations, acceptance to universities, student evaluations) (p. 65).
Cullingford (1995) analyzed teacher quality and found that good teachers are teachers
who establish a positive shared working atmosphere, are aware of students’ needs, and have a
well-organized, purposeful classroom. Additionally, he revealed that characteristics of effective
teachers who create this positive learning atmosphere impose qualities such as integrity, learning,
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organization, communication, and humor. Several studies found similar characteristics were
perceived to be important to students about teacher effectiveness. Students perceive that
knowledge of the content, ability to explain content clear, and enthusiasm were among the most
important qualities of effective teachers (National Association of Secondary School Principals,
1997). Anderson (1994) emphasized that student achievement depends heavily on the teacher's
instructional planning, practices selected by teachers, and the learning activities teachers choose
to employ in their classroom.
For the purpose of this study, students' test performances on the end-of-grade Reading
Summative Assessment was used to define an effective teacher. An effective teacher is one who
had 95% of their students to meet LBPA (Literacy-Based Promotion Act) passing score on the
previous year exam.
Mississippi’s Literacy-Based Promotion Act
Mississippi is cited as having among the worst literacy rates in the country (Abrokwa,
Presson, Simon, Ullman, 2010). In the past, Mississippi has had many students moved through
the school system without developing functional literacy in the early grades. This has contributed
to high drop-out rates and low achievement scores in later grades (Empower Mississippi, 2016).
Obtaining sufficiently high levels of literacy is a national concern. In a 2007 national study of
the reading skills of American fourth graders, sixty-five percent of the students performed at or
above basic levels of literacy with only thirty-one percent achieving proficient or above levels
(Abrokwa, Presson, Simon, Ullman, 2010). In Mississippi, fifty-one percent of fourth graders
performed at or above the basic level, with only nineteen percent reaching proficient or above
(The Nation’s Report, 2007). Research revealed that many of Mississippi early grade teachers do
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not hold a vast amount of knowledge about teaching children how to read. A study conducted by
the Barksdale Reading Institute (2015) revealed that Mississippi’s teacher preparation programs
were failing to adequately prepare teachers in reading instruction. The group reviewed 15
traditional teacher preparation programs at 23 different sites in Mississippi and found that the
content taught in classes and the hours spent on instruction vary greatly among programs.
Additionally, they found that new teachers were being taught strategies to teach literacy that
were not research-based. The inconsistency in literacy instruction for Mississippi's teachers
means educators in Mississippi varied greatly in their ability to effectively teach reading
instruction (Barksdale Reading Institute, 2016).
Nationally, almost two-third of 4th graders (64%) scored below proficient in reading on the
National Assessment of Educational Progress. In Mississippi, 74% of 4th graders scored below
proficient (NAEP, 2015). In an attempt to reverse this trend, Governor Phil Bryant signed Senate
Bill 2341, Mississippi’s Literacy-Based Promotion Act in 2013. The Mississippi's Literacy-Based
Promotion Act is lawmakers attempt at raising the state's reading scores which have been some of
the lowest scores in the nation (MDE, 2018). Mississippi’s Third Grade Literacy Promotion Act,
also known as Third Grade Gate, requires all students in grade 3 to be at or above 3rd-grade reading
levels at the end of the year as determined by the MKAS2 3rd Grade Reading Summative
Assessment.
The goal of the act is to ensure that every student may “read to learn” by grade 3 (MDE,
2014). The act also ends social promotions of third-grade students who are not reading at or above
grade level and provide a way for them to receive targeted intervention early. The act helps identify
students with reading deficiencies as early as kindergarten, and assistance them in learning to read
with comprehension before third grade which will in terms decrease students’ chances of dropping
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out and receiving public assistance in the future (Mississippi Center for Education Innovation,
2014). In order for a third-grade student to be promoted to grade 4, he or she must score at least
926 on a scale of 600 to 1200 on the assessment. There are two retest opportunities for students
who fail the first assessment. However, students who fail the test after three attempts are retained
in grade 3 and provided with intensive reading intervention and support (MDE, 2013).
The Mississippi Literacy-Based Promotion Act was modeled after a legislation in Florida
that has been very successful. Just Read, Florida! is one of the nation’s noted highest-profile
retention program (Sparks, 2015). The Florida program was promoted by former Governor Jeb
Bush as part of his A+ Plan for education reform. It is also part of an extensive accountability
system that included school report cards, performance-based funding, and several options for
school choice. Florida’s policy has garnered attention for positive effects. Researchers found that
one-year third-grade students in Florida was retained, they score slightly higher than their
promoted peers on the state's assessment (Nagoaka & Roderick, 2004; Hanover Research, 2013).
Today, even though Bush in not governor of Florida, he continues to encourage other states to
adopt some or all of Florida’s policies (Education Innovation Institute, 2011). Currently, 16 of
the 50 states, which include states such as Ohio, Florida, New York, Mississippi, and Tennessee
require schools to retain 3rd grader students based on their reading performance (Jimerson &
Renshaw, 2012).
As it has previously been stated, the Act’s primary aim is to help students most in the
need to learn how to read. Mississippi policy focuses solely on reading, and it seeks to improve
students’ ability in school through instructional interventions (Stamm, 2014). Consequently, by
grade 3, a student struggling to read has been struggling to read for almost 3 years before he or
she is retained. Hence, the gap between the time when children start to learn to read in
54

kindergarten and when children are tested for comprehension in third grade is huge (Stamm,
2014). Torgesen (2007) identified eight keys aspects to developing and maintaining an eﬀective
intervention system for K-3 students. These aspects are:
•

Strong motivation on the part of teachers and school leaders to be relentless in their
eﬀorts to leave no child behind.

•

A reliable system for identifying students who need intensive interventions in order to
make progress in learning to read.

•

A reliable system for monitoring the eﬀectiveness of interventions.

•

Regular team meetings and leadership to enforce and enable the use of data to adjust
interventions as needed.

•

Regular adjustments to interventions based on student progress. The most frequent
adjustments should involve group size and time (intensity).

•

Enough personnel to provide the interventions with suﬃcient intensity (small group size
and daily, uninterrupted intervention sessions).

•

Programs and materials to guide the interventions that are consistent with scientiﬁcally
based research in reading.

•

Training, support, and monitoring to ensure that intervention programs are implemented
with high ﬁdelity and quality. (p. 2)
Torgesen (2007) also noted that small-group instruction, working with students outside of

the regular reading block, and intensive interventions are practices that may be used to provide
intensive interventions to striving readers. However, it is important to note that these are not the
only ways that schools may provide effective interventions.
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The 3rd Grade Literacy Promotion Act also prohibits the promotion of public-school
students based solely on a student’s age or other social promotion factors (MDE, 2014).
Exemptions to the 3rd Grade Literacy Promotion Act include: limited English-proficient students
with less than 2 years of instruction in an English Language Learner program; students with
disabilities whose individualized education program (IEP) indicates that participation in the
statewide accountability assessment program is not appropriate, as authorized under state law;
students with a disability and who participate in the accountability assessment and who have an
IEP or Section 504 disability plan that reflects that the student has received intense remediation
in reading for 2 years but still demonstrates a deficiency and was previously retained; students
who demonstrate an acceptable level of reading proficiency on an alternative assessment
approved by the State Board of Education; and students who have received intensive intervention
in reading for 2 or more years but still demonstrate a deficiency in reading and who previously
were retained in kindergarten or 1st, 2nd, or 3rd grade for a total of 2 years and have not met
exceptional education criteria (MDE, 2015).
What makes the 3rd grade so significant to the journey of literacy? According to research,
between third and fourth grade, a critical transition takes place. As it was mentioned previously,
in grades Pk-3 students are learning to read, in grades 4 and above, students read to learn (Dell,
2014; Goerge, Gwynne, Lesnick, & Smithgall, 2010; Green, 1995; Helio Education Foundation,
2014). In other research, Irwin et al., (2012) found that children who fall behind in reading at age
seven continued to lag behind at age twelve and beyond. Age seven is a significant turning point
for children because if they have not gotten the proper background and foundation in reading,
then for the rest of their educational careers they will always be falling behind and not learning
effectively from the materials they read (Irwin et al., 2012).
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Numerous research studies have been completed about the efficacy of literacy instruction
(National Reading Association, 2000; Durkin, 1993; Allington, 2001; Cooper, et al., 2012).
Several theories suggested the best ways of teaching literacy instruction is explicitly, while
others argued the best way to teach literacy is implicitly; however, literacy instruction research is
a never-ending process. Research change all of the time regarding the new and best practices in
teaching in general, specifically in literacy instruction. It is always important to use the most
current techniques in the classroom to which this study hopes to add more suggestions. This
research will contribute to the existing literature because teachers in lower elementary education
need to be informed of, and introduced to, the most effective comprehension practices and use
them in their classrooms to provide the best education for their students. There is still more to
learn about literacy instruction and comprehension strategies. The present study will validate the
research on effective strategies implemented to teach reading as many of these strategies are
implemented by teachers whose students are successfully passing the mandated Third Grade
Reading Summative Assessment in the state of Mississippi.
Chapter Three
Methodology
Introduction
In grade three, a number of students in Mississippi continue to score below the
established standards in Reading. Therefore, they exit 3 rd grade unable to read with
comprehension. During the 2015-2016 school year, 37,831 third grade students took the ThirdGrade Reading Summative Assessment; however, 5,612 students failed (Mississippi Department
of Education, 2016). If some students are learning to read prior to exiting 3 rd grade, the
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question becomes what strategies teachers are using to teach 3 rd grade students to read with
comprehension. The purpose of this case study was to investigate strategies effective reading
teachers in Mississippi are implementing to prepare their students for the 3rd grade
Summative Assessment. This information was collected using an interview protocol with
fifteen elementary reading teachers. This chapter includes information about the description
of the subjects involved in the study. It also includes information about the instruments put
forth to collect the data. There is a discussion of the procedure put forth to collect the data
and data analysis procedure given.
Review of Statement of the Problem
The low income and poverty-stricken areas of Mississippi have historically suffered from
low-test scores, low graduation rates, and a high concentration of special education students
(Kober & Usher, 2012). Mississippi continues to rank last or near the bottom on national
measures of reading achievement (Barksdale Reading Institute, 2015; Smith & Narrett, 2013).
For years, Mississippi’s students have lagged behind their peers on national reading exams. On
the 2013 National Assessment of Educational Progress (NAEP), only 21 percent of Mississippi’s
fourth-graders scored at or above proficient, compared to 34 percent nationwide. On the state’s
2014 year-end reading exam, only about half of the state’s third-graders scored proficient or
advanced. Reading is fundamental to achievement, and it is associated with prominent
educational policies (e.g., federal funding, teacher credentialing, No Child Left Behind [NCLB],
standards, assessment, and accountability) (Young, Shepley, & Song, 2010).
Governor Phil Bryant and other state leaders implemented the Literacy-Based Promotion
Act or “third-grade reading gate” in 2013. The act required that third grade students learn to read
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on grade level in order to be promoted to the fourth grade. The third grade “reading gate”
legislation also ensure that elementary school students achieve functional literacy before being
promoted to the fourth grade (Empower Mississippi, 2016). The 3rd Grade Summative
Assessment is a multiple-choice test that will be given online via a computer or tablet in your
child’s school. All 3rd grade public school students in Mississippi are required to take the
assessment. The assessment covers the Mississippi College- and Career-Ready Standards of
reading for foundational skills, informational text, literature, and language. The assessment has
50 multiple choice questions (Empower Mississippi, 2016).
The program was first implemented in the 2014-2015 school year and the first round of
testing for the Third-Grade Reading Summative Assessment was conducted in April of 2015.
Students were graded in four categories for reading on the annual accountability assessment:
Minimal, Basic, Proficient, and Advanced (Empower Mississippi, 2016). Data from the
Mississippi Department of Education 2015- 2016 Student Assessment Data revealed that 87
percent of current third-grade students are reading on grade level, scoring at least 926 on the
summative assessment, and 13 percent of students are not ready for 4th grade. Thus, many
students are successful and are promoted to fourth grade. However, a large percentage of third
grade students in Mississippi are retained as they may not read with comprehension or pass the
required summative assessment.
Research Design
This research study was a qualitative case study that utilized an interview protocol to
determine the instructional reading strategies implemented by effective reading teachers to get
students to pass the 3rd Grade Summative Reading Assessment. According to Rubin and Rubin
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(1995), qualitative studies seek to “share the world of others to find out what is going on, why
people do what they do, and how they understand their worlds” (p. 51). Denzin and Lincoln
(2004) defines qualitative research as the study of things in their natural setting, attempting to
make sense of or interpret phenomena in terms of the meaning people bring to them. Qualitative
research also acknowledges difference in the situations of interviews and is designed to gain
understanding of a situation through description a difference drawn from the human experience
(Maxwell, 2012). Glesne (2006) contends that during qualitative interviewing, descriptions are
sought that explain motives, intentions, and circumstances (p. 27). A qualitative case study is the
most suitable method for gathering useful information about individual teachers’ perspectives. A
qualitative case study also allows for “a deep understanding and a rich account of complex
processes” such as reading, which other research designs do not illustrate (Ruiz-Funes, 1999, p.
47). Likewise, a qualitative case study allows participants to discuss their experiences in depth
and provide a more intimate description of the reading strategies they use in their classroom,
which differs from the numerous quantitative studies conducted on reading and learning
strategies. Finally, considering the research question set forth in the study, a qualitative case
study was the most appropriate approach.
The following research question guided the study:
What specific instructional strategies do effective teachers in the state of Mississippi implement
to teach reading to students who passed the Third Grade Reading Summative Assessment?
Subject Selection and Description
The population of the study consisted of 3rd grade teachers from multiple school districts
Mississippi. All other teachers were excluded because of their lack of familiarity with the Third
Grade Summative Assessment. Fifteen (15) reading teachers were selected to participate in the
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study. The schools served a range of students from similar socioeconomic statues and economic
groups. The participants were selected based on two criteria. First, participants must be
employed as a third-grade reading teacher in the state of Mississippi. Second, they must have
taught students that has taken the Third Grade Summative Assessment, and 95 % of the students
met LBPA (Literacy Based Promotion Act) passing score the previous year. Each of the fifteen
(15) participants were selected using the Mississippi Department of Education website. The
researcher utilized the state’s website to identify schools where at least 95 % of students met
LBPA (Literacy Based Promotion Act) passing score and elected teachers from those schools to
participate in the study. Building- level administrators were contacted through email prior to
involving the teacher to gain approval of the study. The researcher asked administrators to
identify the most effective 3rd grade reading teacher in the school to contact to be involved in the
study. Once approval from the principal was attained, the teachers were contacted by email. The
email stated what the teachers were going to be involved in, the risk, and the benefits of the
study. The email also stated that the results will be completely confidential, and the researcher
will give the teachers a pseudonyms name. If the teachers agreed to participate in the study, the
researcher scheduled a time to interview the participant face-to-face or through telephone.
Instrument
The instrument that was utilized in this study was interviews. These interviews were faceto-face. During the interviews the researcher asked the teachers ten questions about the practices
and strategies they implement to teach reading and prepare students for the 3rd Grade Summative
Assessment. The interview questions were developed from the literacy instructional practices
appearing in the literature that is associated with teaching reading instruction and improving
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students’ comprehension. These ten questions also emerged from major research studies and
writing. The ten questions were:
1. What specific instructional strategy do you use to prepare students to pass the 3rd Grade
Summative Assessment?
2. What specific strategies do you perceive to be most effective in getting students to pass the
3rd Grade Summative Assessment?
3. What specific strategies do you perceive to be most important in getting students to pass the
3rd Grade Summative Assessment?
4. To what extent do you differentiate your instructional strategies to teach students on grade
level?
5. What is your perception regarding the teaching of reading strategies?
6. What strategies do you use most often to prepare students for the 3rd Grade Summative
Assessment? Why do you use these strategies?
7. What are some notable strategies that lead to successful reading instruction?
8. What are some literacy problems that affect your students?
9. What are some of the struggles that your students experience?
10. What tends to work best in moving students from grade three to fourth grade?
Data Collection
Patton (1990) recommends researchers to conduct interviews in order to learn the things
they may not directly observe. The purpose of qualitative interviewing is not to get answers to
questions, but to understand the experiences of the participants and the meaning they make of
that experience (Seidman, 1998). Usually, qualitative studies use unstructured, open-ended
interviews because they allow for the most flexibility and responsiveness to emerging issues for
both the participants and interviewer (Schwandt, 2001). Semi-structured interviews combine the
flexibility of unstructured, open-ended interviews with directionality and an agenda to produce
focused, qualitative, textual data (Schensul, Schensul, & LeCompte, 1999). This study collected
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data using semi-structured interviews in order to obtain information regarding the strategies
effective teachers in Mississippi implemented to get students to read on grade level and pass the
3rd Grade Summative Assessment.
Interviews were conducted in one setting with each participant due to the interviewees
being in several different cities in Mississippi. Prior to interviewing each teacher, the researcher
and the participants discussed the informed consent document. After reviewing the consent, the
researcher gave the participant the consent document as a handout. The interview protocol was
strategically modified to gain quality data in one interview. Each interview lasted approximately
an hour to one hour and thirty minutes. Interviews were also conducted and recorded in a quiet,
neutral location where the participants felt safe from intimidation or coercion.
Data Analysis
For the purposes of explaining the methodology of this dissertation, data analysis is under
a separate heading, but with this qualitative research, data collection and data analysis were
conducted concurrently. Merriam (1998) emphasized that the process of data analysis is making
sense out of the collected data. Dyson and Genishi (2005) suggested that data analysis is the
process by which field notes, interviews, and artifacts are transformed into assertions about a
studied phenomenon that answer posed questions. Schwandt (1997) defined data analysis as
“working with data, organizing them, breaking them into manageable units, synthesizing them,
searching for patterns, discovering what is important and what is to be learned, and deciding
what you will tell others” (p. 157). In order to successfully answer the research questions in this
case study, data was gathered through teacher interviews. The data collection was aligned with
the questions and the data analysis guideline.
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The fifteen (15) teachers’ interviews were audio recorded with verbal permission and
then transcribed upon completion of the interviews to maintain accuracy of the information.
Recording the participants’ interviews allowed the researcher to refer back to the recordings and
check for accuracy of the transcription and interpretation if necessary. The data generated may
be enormous as the participants share details, situations, and emotions when retelling their
experiences during the in-depth interviews (Glesne, 2006; Sideman, 2012). According to Yin
(2014), data analysis consists of examining, categorizing, testing, or recombining evidence to
produce empirically based findings. The researcher followed each of these steps. The recorded
interviews were transcribed, and electronic folders were established to create organization for the
data collected from each individual participant. Information provided by each participant
separate and in sequence with the order of the interviews.
The process of organizing the data allowed it to remain manageable, easily accessible,
and readily available. The researcher read the transcriptions several times for accuracy before
beginning the process of coding to gain an understanding of the content. This involved reading
through the interviews at least three times. After the initial readings, Hatch (2002) recommends
researchers read data through completely with one typology in mind. Patton (1990) defines
typologies as classification systems made up of categories that divide some aspect of the world
into parts. According to Hatch (2002), typologies are generated from the theory, common sense,
or research objectives. For this study, the researcher used the typologies or themes from the
literature review as the constructs through which to view the data.
After reading through the data with each construct or typology in mind, the researcher
coded the data into five categories from the literature by taking excerpts of text from the data and
identifying it within a particular category. Coding is a process of qualitative data analysis that
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starts with a multitude of concrete quotes, words, images, symbols, and moments grouped into
categories and finally merged into general themes (Creswell, 2007). In general, coding schemata
often involves three steps in the overall process: open coding, axial coding, and selective coding
(Creswell, 1998). During the open coding step, the researcher developed the initial categories of
information about how each of the fifteen teachers taught reading and the strategies and practices
they implemented, if any, to prepare students for the Third Grade Reading Summative
Assessment. In the axial coding step (sometimes called mapping), the researcher assembled the
data and categories into coding paradigms (also known as logical diagrams or maps), addressing
dimensions such as central phenomenon, strategies, and context. In other words, axial coding
maps the relationship between qualitative data and categories. Finally, in selective coding, the
researcher identified the storyline or pattern that links the findings together, hopefully leading to
a hypothesis that may be presented for future research.
After everything was coded, the researcher read through the data again while writing
analytic notes on her thoughts and began the process of offering interpretations. During this
stage the researcher began to interpret the data to find significance and meaning in the teachers’
instructional experiences through pulling themes, reoccurring ideas, and patterns of belief that
resonated collectively throughout the interviews.
Chapter Four
Data Analysis
Introduction
Reading is fundamental to achievement, and it is associated with prominent educational
policies (e.g., federal funding, teacher credentialing, No Child Left Behind [NCLB], standards,
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assessment, and accountability) (Young, Shepley, & Song, 2010). Practitioners, policymakers,
and researchers all agree that third grade is a critical pivot point in which children go from
“learning to read” to “reading to learn.” Children who do not read proficiently at this point tend
to fall behind and are four times more likely to drop out of high school than their readingproficient peers (Helios Education Foundation, 2014).
More than 8 million U.S. students in grades 4-12 struggle to read, write, and comprehend
adequately (Guensburg, 2006). Consequently, researchers have found that 75 percent of students
identified with reading problems in the third grade still struggle with reading in the ninth grade
(Francis, 1996; Shaywitz, Escobar, Shaywitz, Fletcher, & Makuch, 1992). Thus, meeting
increased educational demands becomes more difficult for students who struggle to read.
To address this critical factor, many states are seeking practices educators may use to
address the reading comprehension level of students who are transitioning from third grade to
fourth grade. One such state is Mississippi. In 2013, the Mississippi State Legislature passed the
Literacy-Based Promotion Act which focuses on improving literacy skills beginning in
kindergarten and extending through third grade. This research study investigated the instructional
strategies that effective teachers in Mississippi implemented to achieve success with students
who are reading with comprehension and successfully passed the summative assessment.
Through this examination, the researcher sought to determine what specific practices and
strategies are being implemented by these effective teachers to get students reading on grade
level and passing the 3rd Grade Summative Assessment.
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Background
Reading is a dominate skill, and comprehension is the true meaning of reading, because,
without it, a reader is simply decoding words. Many educators are concern about the number of
elementary students, especially those in grade 3, who struggle with reading. Such concerns are
warranted. Not only is reading the major foundational skill to learning, it is also highly correlated
to academic success.
Between third and fourth grade, a critical transition takes place. The premise is that in
grades Pk-3 students are learning to read, and in grades 4 and above, students read to learn
(Goerge, Gwynne, Lesnick, & Smithgall, 2010; Green, 1995). Basically, from third grade
onward, students receive very little instruction in reading comprehension. Instead, teachers focus
on comprehension testing. Students who are not reading with comprehension by the time they
exit third grade are likely to be challenged to successfully master other subjects (Goerge et al.,
2010; Green, 1995). Consequently, there is a need to identify and implement practices and
strategies that will assist students to read with comprehension by the time they exit third grade.
Educators may equip readers with the tools need to help them construct meaning and
comprehend the texts they read. Although it is suggestive that no single instructional strategy or
practices has proved successful with all children, several studies and meta-analyses have
examined strategies and practices that lead to successful reading instruction.
Since 2014, Mississippi students in kindergarten through the 3rd grade have shown annual
improvement in reading skills. Mississippi is now 2nd in the nation for gains in 4th grade reading
on NAEP (from 2007-2017) (Mississippi Department of Education, 2018). As a result, many
students are successful and are promoted to fourth grade. However, a large percentage of third
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grade students in Mississippi are retained as they may not read with comprehension or pass the
required summative assessment. If some students are learning to read prior to exiting 3 rd
grade, the question becomes what strategies teachers are using to teach 3 rd grade students to
read.
Data Collection
Data for this qualitative study was collected through semi-structured interviews with
fifteen reading teachers who had at least 95 % or higher percentage of students to meet LBPA
(Literacy-Based Promotion Act) passing score. For the purpose of this study participants were
given pseudonyms names are Shia, Bianca, Shayla, Rachel, Kimberly, Toya, Kevin, Amie, Ari,
Olivia, Teresa, Emani, Chanel, Wanda, and Eva; their names have been changed to protect their
identity. Initial communication was made through email.
Personal contact was made with the fifteen teachers agreeing to participate in the study.
All participate read over and understood the consent form. They were also given a copy of the
consent form to keep for their records. Each interview was conducted in a secure area in order to
avoid disruptions and distractions. Each interview was audiotaped, and the researcher took notes
during the interviews. Interviews ranged from 1 hour to 1 hour and 30 minutes. The recorded
data was transcribed, analyzed, and coded. Qualitative data software was not used.
Consisted with the purpose of this study which was to determine what specific practices
and strategies are being implemented by third grade effective teachers to get students reading on
grade level and passing the 3rd Grade Summative Assessment one essential question was to be
answered. The essential question was:
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•

What specific instructional strategies do effective teachers in the state of Mississippi use
to teach reading to students who passed the Third Grade Reading Summative
Assessment?

Data Analysis Procedures
Data from interview transcripts were analyzed to determine what specific strategies are
reading teachers in the state of Mississippi implementing to prepare their students for the Third
Grade Summative Assessment. According to Yin (2014), data analysis consists of examining,
categorizing, tabulating, testing, or recombining evidence to produce empirically based findings.
With each transcript, the researcher analyzed the data through open coding—that is, collecting
indicators such as words, phrases, or statements from the data. Open coding, according to Corbin
and Strauss (2008) entails close examination of the data, breaking it down into parts, making
comparisons, and questioning.
The researcher organized the data by teacher interviews. The coded interview responses
were kept in a Microsoft Word document. The researcher made a copy of the coded data and
then cut out teachers’ responses to each question. The researcher sorted and grouped teachers’
responses together. The researcher then read the teachers’ responses again. After reading through
each interview, the researcher transcribed it and then reread the transcription of each interview
several times. While reading each transcript, the researcher listed ideas, and looked for certain
vocabulary that each individual participant used.
After reading through the data with each construct or typology in mind, the researcher
coded the data into five predetermined categories from the literature by taking excerpts of text
from the data and identifying it within a particular category. Essentially, the researcher identified
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patterns from what the interviewees said, and the data was placed into categories aligned with the
National Reading Panel’s five noted strategies and practices that lead to successful reading
instruction. The researcher looked for information that answered the research questions. The
researcher compared the responses describing common experiences, then combined the
responses in order to discern patterns in the information. Because the researcher was looking for
patterns, only data from 50% of the sample (8 teachers and above) was used (Refer to Table 1
below).
Table 1: Strategies Implemented by Teachers Aligned with the National Reading Panel’s Components of
Literacy
Phonics

•
•

•

Decoding
Students
blend
syllables or
words
together to
create one
word
Prefixes
and
Suffixes

Phonemic
Awareness

Fluency

Vocabulary

Comprehension

•

•

•

•

Blending
and word
pattern
strategies

•
•

Guided
Reading
Think
Aloud
Read
aloud to
children
to
provide a
model of
fluent
reading

•

•
•
•

Figure out
unknown
words as
they read
Using
context
clues to
define
difficult
vocabulary
Word Wall
Vocabulary
Cards
Roots and
Affixes

•
•
•
•
•
•
•
•

•
•
•
•
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Activating prior
knowledge
Generating
questions while
reading
Inferring
Predicting
Summarizing
Graphic and
semantic
organizers
Comprehension
monitoring
Cooperative
learning
Multiple strategy
teaching in
which multiple
procedures are
used
Citing Evidence
from text
Text Structure
Test-Taking
Strategies
Small, flexible
guided reading
groups

Five categories and five (5) themes emerged through the analyzed data from fifteen
interviews with regards to the Research Question. The researcher reexamined each theme to
ensure that the theme related to a category. Changes were made as needed, which included
combining or deleting themes.
The identified themes led to an answer to the research question which asked: What
specific instructional strategies do effective teachers in the state of Mississippi use to teach
reading to students who passed the Third Grade Reading Summative Assessment? The themes
identified were:
•
•
•
•
•

Theme 1: Small Group Instruction
Theme 2: Building Students’ Vocabulary
Theme 3: Modeling through read-aloud
Theme 4: Teaching Reading Comprehension Strategies
Theme 5: Teaching Test-Taking Strategies

These five themes emerged because of the frequency in which they appeared during data
analysis. The information informing the themes were used to answer the research question.
Findings
The next section includes the discussion, beginning with the research question, then each
theme is described. This is repeated until all themes are listed and explained. In
the following section, supporting evidence for each theme that emerged is also found to support
its relevance in the study.
Theme 1: Small Group Instruction
The analysis of the data led to the emergence of one theme relevant to the specific
strategies reading teachers are implementing to prepare students for the Third Grade Summative
Assessment: small group instruction. Through examining the descriptions of the participants’
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teaching practices and experiences, it was evident thirteen of the participating teachers used
small, flexible grouping to prepare their students for the Third Grade Summative Assessment.
Small group instruction has proven to have a positive impact on third grade students’ reading
comprehension. Small group instruction is a strategy employed by many of the participants to
differentiate instruction and to promote maximum learning. During small flexible grouping
students are typically grouped and regrouped according to specific goals, activities, and
individual needs.
A Summary Description of Participant Responses
Shai acknowledged that she uses small group to differentiate her reading instruction.
During small group, she conducts mini-lessons and word activities on students’ individual levels.
Eva said she use small flexible group to differentiate her instructional strategies. She reported
that she uses small group instruction to meet the needs of the learners. During small group
instruction, students are mixed according to their abilities. While students are in small group
working, she basically focuses on teaching the students in group with her decoding and
comprehension strategies.
Similar, Wanda and Emani stated that they use guided reading groups regularly. Both
teachers meet with three groups of five students daily, and while meeting with these groups,
other students are working in small group settings. In these groups, students are engaged in
differentiated literacy work on their instructional levels.
Another teacher, Olivia, said believes what works for one student does not work for all
student. She quoted, “There is no one size fits all in the reading classroom. At least not in
mines.” Therefore, she differentiates her classroom instructional practices during small group
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and whole group instruction. She uses small group instruction to reteach skills and concepts
based on students’ needs. She also let students practice work in centers through assignments that
are differentiated based on students’ ability.
Amie stated she uses small group to make sure she reaches all of her students on their
instructional level. According to Amie, small group enables her to differentiate her instructional
strategies. While students are working in groups, she works with a group of 5 to 6 students
(typically students with the same literacy problems) at the teacher table where she either reteach
skills and concepts or provide additional small, differentiated practice in using a strategy.
Similar, Ari uses small group to differentiate her instructional strategies. While students
are working in groups or pairs, she makes her way around to each group to work with students
one-on-one or in pairs. She believes different students need different strategies; some of my
students need support using decoding words, while others need help monitoring their
comprehension. Guided reading groups is another form of scaffolding she uses to help her
students improve their reading fluency and comprehension.
Bianca reported she use small, flexible grouping to reach all her students, and to
accommodate each individual student’s learning style, readiness, and interest. She uses small,
flexible grouping to reteach students who do not understand a concept or skill and reteach the
concept or skill in a different way in small group, providing additional practice time. Group size
are adjusted to accommodate and reflect student progress. Likewise, instructional objectives,
centers and independent activities are aligned with instructional goals and objectives focused on
achieving grade-level standards.
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Kevin acknowledged that he uses small group to provide students with opportunities to
learn content, become independent learners, and develop skills from face-to-face interactions. He
adds that during small group instruction students are exposed to an array of strategies that may
help them in the reading process and hopefully help them grow to be proficient readers. These
strategies include think/pair/share, using graphic organizers, performing read-aloud, modeling
and scaffolding instruction, teaching students how to find the main idea and summarize a text,
providing vocabulary instruction (context clues), and teaching students test taking strategies.
Furthermore, he explained: “I believe strategies should be introduced in sequential order, starting
with creating mental images, and moving (in the following order) to using background
knowledge, asking questions, making inferences, determining importance, synthesizing
information, and finally fix-up strategies.”
Theme 2: Building Students’ Vocabulary
The analysis of the data led to the emergence of another theme relevant to the specific
strategies reading teachers are implementing to prepare students for the Third Grade Summative
Assessment: building student’s vocabulary. Through examining the descriptions of the
participants’ teaching practices and experiences, it was evident all of the participating teachers
implement vocabulary strategies to prepare their students for the Third Grade Summative
Assessment. Vocabulary strategies were proven successful for preparing students for the Third
Grade Summative Assessment. There are endless ways to teach and practice vocabulary and they
each discussed how they teach vocabulary in their classrooms.
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A Summary Description of Participant Responses
Teresa disclosed that she teaches her students blending and word pattern strategies to
help with their phonics. Furthermore, she teaches her students vocabulary strategies such as
using context clues to identify unknown words and common word parts including affixes, base
words, and root words, which accelerate vocabulary growth by helping children learn the
meanings of multiple unknown words.
Rachel revealed that she teaches her students vocabulary strategies such as teaching
student show to use context clues to define difficult words. Rachel also said she uses sematic
maps and concept cubes to teach vocabulary and word parts. Both of these organizers increase
students’ grasp of vocabulary words in her opinion.
Kevin thinks building student’s vocabulary is important when trying to help student
comprehend and understand a text. He stated, “The more students read, the more they encounter
unfamiliar terms. Therefore, I teach my students context clues strategies to help them with new
vocabulary. Teaching students to use context clues help them use clues around the words to
guess the meaning of the words.”
Olivia said she teaches her students how to break down individual words and puzzle out
their meanings by looking for the parts of the word they know. In contrast, Wanda, Kevin,
Emani, Bianca, and Shai use Frayer words to help students build their vocabulary. According to
Wanda and Kevin, the model prompts students to think about and describe the meaning of
unfamiliar words or concepts. With the use of the model, the target word is defined,
characteristics are identified along with examples and non-examples. This provides students with
an opportunity to explain and elaborate their understanding of a target word from a text we are
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reading. In addition, Shai also revealed that she teaches her students word parts to help build
their vocabulary.
Kimberly said she uses think-aloud often to teach her students vocabulary. She believes
thinking aloud help students build stronger reading foundation. She also uses the Frayer Model
to teach vocabulary. She said she find the four-square Frayer model useful in provoking
students’ thought about new concept during thinking aloud and to describe the meaning of a
word.
Theme 3: Modeling through read-aloud
The analysis of the data led to the third emergence theme relevant to the specific
strategies reading teachers are implementing to prepare students for the Third Grade Summative
Assessment: modeling through read-aloud. Through examining the descriptions of the
participants’ teaching practices and experiences, it was evident several of the participating
teachers implement read-aloud to prepare their students for the Third Grade Summative
Assessment. Read-aloud strategies were proven successful for preparing students for the Third
Grade Summative Assessment. Reading aloud is a powerful way to engage students in the
literacy process. Reading aloud also has demonstrated a significant impact on students’ reading
development. Below is discussed how teachers implement read-aloud to prepare their students
for the Third-Grade Summative Assessment.
A Summary Description of Participant Responses
Ari said she performs read-aloud audibly, where she focuses on punctuation and explain
unfamiliar words using context clues strategies. She also asks students question from the readaloud to help with their understanding of a text. Emani uses read aloud opportunities to explicitly
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model reading and teach student pre-reading behaviors (e.g., making predictions, looking at the
picture, etc.), during reading behaviors, such as think aloud, and after reading behaviors (e.g.,
responding to what was read, sharing, etc.).
Kimberly reported that she performs a lot of read-aloud in her classroom. She stated that
read-aloud strategies are researched based and she believes they makes content learning easy and
helps students with comprehension. During read aloud, she performs think-aloud for her students
to modeled for them how they should be thinking when they are trying to comprehend a text. She
also pulls out vocabulary words she thinks students will struggle with to help students with
comprehension. As a result, Kimberly says her students acquire and retain content knowledge
and content specific abilities through read-aloud.
Finally, Toya and Rachel also said that they believed read aloud is effective in promoting
reading comprehension and getting students to read on grade level. Toya said she read aloud to
students and teach them test-taking strategies through reading instruction. She uses read aloud
activities as a regular part of the instructional day to model fluent reading for students. She
disclosed that she completes at least one read aloud activity for students.
Theme 4: Teaching Reading Comprehension Strategies
The analysis of the data led to the emergence of a fourth theme relevant to the specific
strategies reading teachers are implementing to prepare students for the Third Grade Summative
Assessment: teaching reading comprehension strategies. Through another examination of the
descriptions of the participants’ teaching practices and experiences, it was evident all of the
participating teachers use reading comprehension strategies to prepare their students for the
Third Grade Summative Assessment. Reading comprehension strategies has proven to have a
positive impact on third grade students’ reading comprehension and reading retention. It is a
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strategy employed by all of the teachers. Teaching reading comprehension strategies indisputably
benefits student comprehension because they help with the retention of students’ reading
comprehension. Students who possess reading strategy knowledge and have training in
comprehension strategies are better able to comprehend text. There is an array of reading
strategies that may be taught to students to them with comprehension, and below is a summary of
how participants utilize reading comprehension strategies in their classrooms.
A Summary Description of Participant Responses
All fifteen (15) of the teachers agree that teaching reading strategies are important. Ari
said she believes exposing students to reading strategies is most beneficial in getting students to
pass the summative assessment. She uses pair reading, group reading and whole class reading in
her instruction. Reading comprehension is the main focus. She uses these strategies so that the
fast readers and/or advanced readers improve the reading pace of the slow readers. In this way,
the slow readers become relaxed and gain confidence. Additionally, Ari said asking students to
use strategies such as making connections when reading or self-verbalizing when solving
problems is very important. She believes these strategies and other strategies are beneficial in
getting students to pass the summative assessment and produce successful readers. Finally, she
disclosed that she focuses a lot on developing spelling, vocabulary, pronunciation and fluency.
Her goal in her classroom and through her instruction is to develop lifelong readers and learners
who may read for pleasure.
Kevin said he believe teaching students reading comprehension strategies is the best ways
to help students connect to a text deeply and engage in higher-level thinking. He believes
strategies should be introduced in a sequential order, starting with creating mental images, and
moving to using background knowledge, asking questions, making inferences, determining
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importance, synthesizing information, and finally introducing using fix-up strategies. Kevin said
that he believes teaching his students to identify gist, main ideas and specific details, and even
making inferences about what they are reading during reading instruction are important
strategies.
Amie revealed that she believes teaching students reading comprehension strategies is
very important. She believes reading comprehension strategies help students better understand
what they are reading. She explained,
“Reading comprehension strategies should be taught explicitly. When teachers explicitly
teach comprehension strategies, students are more likely to apply the strategies while
reading independently. Simply providing opportunities or requiring students to read will
not teach students the comprehension strategies they need to be proficient readers. They
need to be taught directly as students learn to read.”
Kimberly said she believes providing quality instruction is crucial in helping children
become successful readers. Quality instruction includes teaching students reading comprehension
strategies they may use when they encounter difficult texts. She also believes in order to teach
the reading components (e.g. phonemic awareness, phonics, vocabulary and comprehension),
students have to be taught effective reading strategies in order to benefit from such
instruction. She noted that research has shown that teaching strategies is one of the most
effective means of helping students to overcome their reading problems. She believes her
classroom practices yield positive results as far as reading instruction is concerned, and this is
indicated by her students’ performance on the 3rd grade summative assessment. She explained,
“Not only do I pay attention to students reading fluency, I also monitor students’ reading
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comprehension. As a result, so far I have never had a student to fail the assessment or be
promoted to grade 4 without being on grade level.”
Bianca also said she believed that teaching students reading comprehension strategies is
important. She acknowledged that as students progress through grades, the texts they read
become more complex, and in order to understand these complex texts, students need to have a
repertoire of strategies to draw upon, and know how to use them in different contexts, especially
struggling students. She explained, “Struggling students need explicit teaching of reading
strategies to become better readers. It is also important for students to practice using these
strategies during reading instruction. Practicing using reading strategies help develop students
into active, purposeful, thinking readers.”
Shai also said she believes teaching students reading comprehension strategies is
important because she believes effective readers use strategies to understand what they read
before, during, and after reading. Before reading, they use their prior knowledge to think about
the topic and make predictions about the likely meaning of the text. During reading, they monitor
their understanding by questioning, thinking about, and reflecting on the information in the text.
After reading, they also reflect upon the ideas and information in the text and relate what they
have read to their own experiences and knowledge. Additionally, she said she believes struggling
readers benefit the most from a variety of instructional strategies.
During Eva interview, she said she believes learning to read with a cognitive reading
strategy is very beneficial. She believes there are three types of reading strategies which are
useful when learning to read: first, reading for gist or skimming; second, reading for specific
information; and third, looking for inferences, reading comprehension, and/or reading for
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detailed comprehension. She teaches these strategies explicitly to students, Additionally, she
believes early identification of struggling readers, differentiating instruction in the classroom,
and using individual student data to guide reading instruction are other effective strategies that
may be used to providing quality instruction to students.
Similar, Rachel said she believe effective teaching demands teaching strategies that
accommodate the diverse abilities and backgrounds of her students. She said that teaching
reading comprehension strategies is important because strategies help train the brain to think
strategically and actively integrate thinking to comprehend. Moreover, effectively teaching
comprehension reading strategies help keep students more engaged with the text and has positive
effects on students’ reading comprehension. She believes students should read with
understanding, and they should obtain information about the story or text they are reading, not
just to read for the sake of punctuation and pronunciation. Thus, Rachel reported that she teaches
her students comprehension strategies such as: students monitoring their reading, generating
questions about the text, and identifying text structure/organization.
Theme 5: Teaching Test-Taking Strategies
The analysis of the data led to the emergence of the final theme relevant to the specific
strategies reading teachers are implementing to prepare students for the Third Grade Summative
Assessment: teaching test-taking strategies. Through examining the descriptions of the
participants’ teaching practices and experiences, it was evident majority of the fifteen
participating teachers teach their students test-taking strategies to prepare them for the Third
Grade Summative Assessment. Test-taking strategies has proven to have a positive impact on
third grade students’ testing scores. Test-taking strategies also ensure that students have good test
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taking skills and earn more success. A description of how teachers implement test-taking
strategies to prepare students for the summative assessment is discussed below.
A Summary Description of Participant Responses
Toya said she integrates a series of test-taking lessons into the reading block to expose
students to genre used in standardized testing and to prepare them for the Third Grade Reading
Summative Assessment. During these lessons, students learn, and practice strategies related to
locating and highlighting relevant information within text, eliminating inappropriate answer
choices, and selecting correct answers.
Emani teaches students test-taking strategies, such as eliminating incorrect answer
choices, highlighting key words, and going back in the text to underline evidence to support their
answers. Chanel said she teaches students test-taking strategies, such as eliminating incorrect
answer choices and going back in the text to underline evidence to support their answers. Wanda
said she teaches students a lot of test prep strategies, underlining key words, eliminating
incorrect answer choices, going back in the text to find evidence and support, and rereading the
text.
Eva believed teaching students test-taking strategies tends to work best in moving
students from grade three to fourth grade since my students have to pass the summative
assessment to be promoted. She disclosed that she teaches students test taking strategies in small
and whole group exercises. Test- taking strategies included familiarizing students with different
question formats. Additionally, Eva said she review and practice multiple choice (selectedresponse) strategies with student before an assessment. She’s noticed that on multiple-choice
tests, the vocabulary and layout of the answers confuse her students. Therefore, exposing
students to multiple testing formats is important.
82

Finally, Amie perceive teaching students test-taking strategies is important in getting
students to pass the summative assessment. Eva said,
“I teach students to use A.C.E for open ended questions (Answer the question. Cite an
example. Extend your thinking); teach vocabulary strategies and important ELA
(compare, contrast, summarize, describe, explain, infer, author purpose, theme and main
idea) and high-stakes test terms (analyze, persuade, infer, explain, describe, and
conclusion).”
Five themes emerged from the data analysis. Each of the themes confirms the
specific strategies successful third grade reading teachers are using to prepare their students
to pass the Third Grade Summative Assessment.
Chapter 5
Discussion of Finding and Conclusions
Introduction
In this chapter, the researcher discusses the findings of the study, draws conclusions and
offers recommendations for future research. The study focused on the strategies implemented by
teachers in the state of Mississippi whose students passed the Third Grade Reading Summative
Assessment.
Reading is a basic skill that is critical for everyday life. As stated in earlier chapters, this
dissertation aimed to investigate and determine what specific strategies are being implemented
by effective teachers in Mississippi to get students reading on grade level and to pass the Third
Grade Summative Assessment. After conducting interviews with fifteen participants, five themes
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emerged that answered the research question. These themes appeared consistently during data
analysis. The themes were:
•

Theme 1: Small Group Instruction

•

Theme 2: Building Student’s Vocabulary

•

Theme 3: Modeling through read-aloud

•

Theme 4: Teaching Reading Comprehension Strategies

•

Theme 5: Teaching Test-Taking Strategies

Interviews were conducted with teachers whose students successfully passed the Third Grade
Summative Assessment. The responses to a protocol containing ten questions enabled the
researchers to answer the following research question.
What specific instructional strategies do effective teachers in the state of Mississippi implement
to teach reading to students who passed the Third Grade Reading Summative Assessment?
There is a common belief among educators that strategy usage has a positive impact on
students when they are trained to apply the strategies effectively. Janzen (1996) noted that
strategy instruction is useful in the reading context because students develop knowledge about
the reading process. An analysis of the data revealed that participants in this study disclosed that
instruction in phonics, fluency, vocabulary, and reading comprehension are important when
teaching students in the primary grades (Barksdale Reading Institute, 2015; National Reading
Panel, 2000). The National Reading Panel (2000) identified five essential components of
effective reading instruction: phonemic awareness, phonics, fluency, vocabulary, and reading
comprehension. All fifteen participants reported that they used some form of the five
components to teach reading to their students: 1) Small group instruction; 2) Building Students’
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Vocabulary; 3) Modeling through read-aloud; 4) Teaching Reading Comprehension Strategies;
and 5) Teaching Test-taking strategies.
Themes from the Study
Theme 1: Small Group Instruction. Small group instruction was a prominent feature in
these findings. Differentiated small-group reading instruction enables teachers to focus on
specific skills needed by varied groups of children (Tyner, 2003). It also allows teachers to
match instruction to meet the needs of learners (Kosanovich, Ladinsky, Nelson, & Torgesen,
2007). Small group reading instruction is in alignment with the views of Vygotsky, who
believed that learning is naturally social and that children make sense of various school activities
through observation, participation, and social interaction (Williams, et al., 2009). The underlying
principle of the sociocultural theory is that a novice (students) may learn from an expert (teacher)
through scaffolding. The interaction between peers is significant when it comes to learning.
Wilson, et al. (2012) acknowledged that effective teachers provide opportunities for children to
participate in literacy activities, model learned behaviors, and offer instructional support.
Teachers also observe students as they are learning and modify instruction, clarify
misconceptions, and discuss material to meet the specific learning needs of each child in a small
group. Each group receives high-quality reading instruction and children are engaged in
meaningful tasks that are related to their specific instructional levels (Kiley, 2007). Through
these social interactions and small-group learning activities, children are able to integrate and
control specific knowledge and skills gradually, as they participate in meaningful, hands-on
practice of those skills (Wilson, et al., 2012).
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Teachers who participated in the study implemented small group instruction to
differentiate instruction and to promote maximum learning. Shai acknowledged that she
implements small groups to differentiate her reading instruction. During small group, she
conducts mini-lessons and word activities on students’ individual levels. Similar, Eva said she
uses small group instruction to meet the needs of the learners. During small group instruction,
students are mixed according to their abilities. Wanda and Emani stated that they implement
guided reading groups regularly. Both teachers meet with three groups of five students daily, and
while they are meeting with these groups, other students are working in small group settings
completing individualized reading tasks. Bianca also reported she utilize small, flexible grouping
to reach all of her students and to accommodate each student's learning style, readiness, and
interest. She uses small, flexible grouping to reteach students who do not understand a concept or
skill. She re-teaches the concept or skill differently in small group and provides students with
additional practice time. Group size is adjusted to accommodate and reflect student progress.
According to Tyner (2005), one key point that makes guided reading successful is that students
are regularly evaluated and shuffled and reshuffled in flexible groups to meet instructional needs
best.
Theme 2: Building Students’ Vocabulary. A child’s vocabulary is enriched with words
that it has learned through social interactions. Indeed, children learn some words incidentally in
context; however, they accumulate a multitude of words through interactions in their immediate
world (Gunderson, D’Silva, & Chen, 2011). As noted by the Barksdale Reading Institute (2015),
reading vocabulary is critical to the comprehension processes of a skilled reader. Young readers
usually find difficulty in comprehending a text if they do not know a lot of the words in the text
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(Harmer, 2005). Thus, the vocabulary of readers is the key to learning to make the transition
from oral to written forms (Armbruster et al., 2001).
Vocabulary was found to be essential in preparing students for the Third Grade Reading
Summative Assessment. After transcribing and analyzing the data, it was evident that all of the
participating teachers teach their students vocabulary strategies to prepare them for the Third
Grade Summative Assessment. There are unending ways to teach and practice vocabulary.
Teresa disclosed that she teaches her students blending and word pattern strategies to help with
their phonics. Furthermore, she teaches her students vocabulary strategies such as using context
clues to identify unknown words and common word parts including affixes, base words, and root
words, which accelerate vocabulary growth by helping children learn the meanings of various
unknown words. Rachel and Kevin revealed that they teach their students context clues strategies
to help them define difficult words they encounter in texts.
Pressley and Allington (2014) revealed that most students often misinterpret the meaning
of unfamiliar words in context due to either poor prior knowledge or weak contextual clues
within the text. As a result, teaching common word parts including affixes, base words, and root
words may accelerate vocabulary growth by helping students learn the meanings of various
unknown words (Adams, 1990; Armbruster et al., 2001; Cunningham, 2009; Marzano, 2004).
Adams (1990) also recommended teaching word parts by common meaning to increase
vocabulary and comprehension skills (p.151). Olivia disclosed that she teaches her students how
to break down individual words and puzzle out their meanings by looking for the parts of the
word they know. In contrast, Wanda, Kevin, Emani, Bianca, Kimberly, and Shai Frayer used
swords to help students build their vocabulary.
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Theme 3: Modeling through read-aloud. Fien, et al. (2011) acknowledged that "read
aloud approaches are a prevalent component of reading instruction in the early grades" (p. 308).
Read-aloud is powerful and serves many instructional purposes. They motivate and encourage
students, build background knowledge and assist students in making connections, develop
comprehension, and serve as a model of what fluent reading sounds like (Wadsworth, 2008).
Read-aloud strategies were proven to be successful in preparing students for the Third Grade
Summative Assessment.
According to several of the participating teachers, reading aloud is a powerful way to
engage students in the literacy process. Reading aloud also has demonstrated a significant impact
on students’ reading development. Ari disclosed that she performs read-aloud audibly in her
class daily, where she focuses on punctuation and explain unfamiliar words to students using
context clues strategies. Emani disclosed that she utilizes read- aloud opportunities to explicitly
model reading and teach student pre-reading behaviors (e.g., making predictions, looking at the
picture, etc.), during reading behaviors, such as think aloud, and after reading behaviors (e.g.,
responding to what was read, sharing, etc.). Similar, Toya and Rachel noted that they believed
read-aloud is effective in promoting reading comprehension and getting students to read on grade
level. They also acknowledged that they use the strategy daily. This is supported by research.
Razinski and Padak (2000) recommended that teachers incorporate read-aloud strategies daily,
especially in classes which include students with reading difficulties, as such strategies allow
learners to become more familiar with literacy (Wood & Salvetti, 2001).
Thinking aloud is a common and effective form of modeling that helps students focus on
building meaning (Bauman, Seifert-Kessel, & Jones, 1992) and understanding how successful
readers construct meaning while reading. Kimberly said during read-aloud, she performs think88

aloud for her students to model for them how they should be thinking when they are trying to
comprehend a text. She also pulls out vocabulary words she believes students will struggle with
to help students with comprehension. As a result, Kimberly says her students acquire and retain
content knowledge and content specific abilities through read-aloud.
Theme: Teaching Reading Comprehension Strategies. Good readers are strategic
learners who think about what they read, develop specific reading strategies and skills, and learn
to apply these strategies and skills as a way to get meaning from a variety of texts (Roit, 2017).
Comprehension is the essence of reading (Durkin, 1993), and reading depends on many levels of
language skills. According to Allington (2001), most readers benefit immensely when they may
construct meaning that helps make the comprehension processes visible. Comprehension
strategies are conscious or intentional plans that students use to achieve a goal (Roit, 2005) and
are used deliberately to make sense of a text (Afflerbach et al. 2008). There are many avenues to
improve reading comprehension, including the previously mentioned teaching of phonemic
awareness, phonics, oral reading fluency, and vocabulary (Barksdale Reading Institute, 2015).
It was evident that all of the participating teachers implemented reading comprehension
strategies to prepare students for the Third Grade Summative Assessment. Reading
comprehension strategies has proven to have a positive impact on third-grade students’
comprehension. Reading is a highly strategic process during which readers are constantly
constructing meaning using a variety of strategies, such as activating background knowledge,
monitoring and clarifying, making predictions, drawing inferences, asking questions and
summarizing (Harvey & Goudvis, 2000). Kimberly disclosed that she believes it is important to
teach students reading comprehension strategies they may utilize when they encounter difficult
texts. She also believes in order to teach the reading components (e.g. phonemic awareness,
89

phonics, vocabulary, and comprehension), students have to be taught effective reading strategies
in order to benefit from such instruction. Bianca revealed that she teaches students reading
comprehension strategies because as students progress through grades, the texts they read
become more complex, and to understand these complex texts, students need to have a repertoire
of strategies to draw upon, and know how to utilize them in different contexts, especially
struggling students. Cooper et al. (2012) found visualizing, making connections, monitoring,
inferencing, identifying important information, generating and answering questions,
summarizing and synthesizing, and evaluating as key strategies that may enhance students’
comprehension when they are taught explicitly.
During Eva’s interview, she said she believe learning to read with a cognitive reading
strategy is very beneficial. She thinks there are three types of reading strategies which are useful
when learning to read: first, reading for gist or skimming; second, reading for specific
information; and third, looking for inferences, reading comprehension, and/or reading for
detailed comprehension. Kevin said that he believes teaching his students to identify gist, main
ideas, and specific details, and even making inferences about what they are reading during
reading instruction are essential strategies.
Kevin also said he believes teaching students reading comprehension strategies is the best
ways to help students connect to a text profoundly and engage in higher-level thinking. He
introduces strategies in sequential order, starting with creating mental images, and moving to use
background knowledge, asking questions, making inferences, determining importance,
synthesizing information, and finally introducing using fix-up strategies. Pressley (2000) notes
that it is beneficial to begin instruction by teaching individual comprehension strategies. He
emphasizes that it takes time for students to develop strategic knowledge and proficiency. When
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students are taught comprehension strategies systematically throughout the grades, they
gradually become more adept, flexible and independent in their usage of strategies.
Finally, Amie revealed that she believes teaching reading comprehension strategies
should be taught explicitly. When teachers explicitly teach comprehension strategies, students
are more likely to apply the strategies while reading independently. This is supported by
research. Explicit instruction is considered a powerful delivery system for teaching
comprehension strategies (Kamil et al., 2008), as it is a clear and direct approach (Archer &
Hughes, 2011). Such instruction conveys new information to students in a supportive climate,
within which explicit explanations, modeling, or demonstrating and guided practice are essential
(Rupley, Blair, & Nichols, 2009). Duffy (2002) noted that students, even high achieving
students, benefit from explicit instruction and modeling of how to use strategies. The
instructional goal is for students to understand, internalize and use strategies independently. They
need to learn what strategies are, why they are essential, and how, when and where to apply them
(Roit, 2017).
Theme 5: Teaching Test-Taking Strategies. Though it was not specifically discussed in
the literature, after thoroughly examining the transcribed data from the teachers' interviews, it
became evident that teaching students test-taking strategies is a practice used by teachers to
prepare students for the Third Grade Summative Assessment. Teaching students test-taking
strategies have proven to have a positive impact on third-grade students’ testing scores.
Scruggs and Mastropieri (1992) found that learning test-taking strategies improve the
validity of a test by making scores reflect more accurately what students know. A test-wise
student will answer a question incorrectly only if he or she does not know the content, not

91

because the test format is confusing or intimidating. Toya acknowledged that she integrates a
series of test-taking lessons into the reading block; students learn, and practice strategies related
to locating and highlighting relevant information within the text, eliminating inappropriate
answer choices, and selecting correct answers. Similar, Wanda and Emani disclosed that they
teach their students test-taking strategies, such as eliminating incorrect answer choices,
highlighting key words, rereading the text, and going back in the text to underline evidence to
support their answers. Furthermore, Eva disclosed that she teaches students test-taking strategies
in small and whole group exercises. Test-taking strategies included familiarizing students with
different question formats. Finally, Amie teach students to use A.C.E for open-ended questions
(Answer the question. Cite an example. Extend your thinking); teach vocabulary strategies and
important ELA (compare, contrast, summarize, describe, explain, infer, author purpose, theme,
and the main idea) and high-stakes test terms (analyze, persuade, infer, explain, describe, and
conclusion). Research conducted by Berliner (1986) revealed that low-income students and those
not proficient in English gain more from test preparation than their more academically proficient
peers. This includes students characterized as "special" or "remedial" or culturally diverse
(Berliner, 1986; Dreisbach & Keogh, 1982; Kalechstein, Kaleschstein & Doctor, 1981; Scruggs
& Mastropieri, 1987).
Conclusion
There are a number of research-based principles of best practices in reading which have
been proven to be useful to all learners (Morrow et al., 2003). All teachers participating in the
study expressed that reading comprehension is essential. The importance of understanding the
nature of good instruction in the primary grades may not be overstated. More than a decade of
research has established a strong correlation between those who learn to read early and later
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academic success. When teaching students who struggle with reading comprehension, it is
imperative that educators figure out which reading strategies work best for their students. Not all
strategies will work the same for every student, so a teacher needs to determine the specific
strategies to fit the needs of each student without overwhelming their students by introducing too
many strategies at once.
The data from this study indicated that five strategies and practices are effective in
teaching reading and preparing students for the Third Grade Reading Summative Assessment.
These strategies are: Small Group Instruction, Building Students’ Vocabulary, Modeling through
read-aloud, Teaching Reading Comprehension Strategies, and Teaching Test-taking strategies.
Overall, the findings of this study highlight that the five strategies above are implemented by
teachers who are effective in teaching their students to read in the state of Mississippi. Teaching
students specific reading strategies and when to utilize them helps students become successful
readers. It is also important to note that none of the participants in the study depended on one
particular strategy to prepare students for success.
Results of this study suggest that if an assessment is put in place at the end of third grade,
teachers may find strategies that may be implemented to assist students in passing that
assessment. When this occurs, students may move into grade four ready to learn, rather than
struggling for the remainder of their schooling. Giving students a robust early start on literacy
provides a significant saving to federal, state, and local governments.
Implication for Practice
There were several implications from the study. First, finding from this study may be
shared with institutions of higher learning to stress the importance of teaching reading. Student
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teachers in preparation programs and educators in graduate programs should be aware of explicit
and implicit reading strategy instruction. They should know what reading strategies are, why
strategic reading is important, and which reading strategies are most effective for learners,
especially struggling/striving readers. Moreover, student teachers in preparation programs and
educators in graduate programs, furthering their education, should be knowledgeable about
research and theory regarding how individuals learn to read, how to provide appropriate literacy
instruction based on assessed needs and how to evaluate the effectiveness of their teaching.
New third-grade “reading gates” have put great pressure on teachers, as well as school
administrators, superintendents, and school board members to seek innovative ways to increase
student achievement and to ensure that effective teachers are in all classrooms, so emphasis is on
developing and improving teacher quality is essential. Critical to developing students’ reading
abilities by the third grade is the instruction they receive in the classroom. Thus, superintendents,
stakeholders, administrators, and elementary school principals must have full knowledge and
understanding of best practices and strategies in reading instruction and finding to this study
assist in their understanding. Professional development is an essential component in improving
the instructional practices of reading teachers. Professional learning supports both individual and
systemic development and growth (Bean & Ippolito, 2016; Mangin & Dunsmore, 2015;
Matsumura, Bickel, Zook‐Howell, Correnti, & Walsh, 2016; Walpole & McKenna, 2013). To
improve students’ learning, an effective school or district provides learning opportunities that
build teachers’ capacity to enable them to assume ownership and responsibility for improving the
culture of the school and the instruction/curriculum provided for students (Bean & Ippolito,
2016; Guskey, 2000; Risko & Vogt, 2016; Vogt & Shearer, 2016). Components of professional
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development should include pedagogy, current reading theory, current reading research and
research-based general reading strategies.
Finally, principals of schools may also utilize the results of this study to hold professional
developments sessions for reading teachers. The results of the study may also be utilized by
teachers who are interested in improving their instructional capacity in the area of reading.
Sharing the findings with teachers and teacher educators to emphasize the importance of the
appropriate use of reading strategies and practices that promote maximum learning is another
implication for practice.
Recommendations for Further Study
The purpose of this study was to investigate and determine what specific practices and
strategies are being implemented by effective teachers in Mississippi to get students reading on
grade level and to pass the 3rd Grade Summative Assessment. Further studies in connection with
specific evidence-based literacy practices would add to the body of research. Researchers could
expand the study including more teachers from various school districts in Mississippi.
Furthermore, researchers could conduct a survey to determine the extent in which teachers in
other states use these strategies. Finally, researchers could conduct a focus group using reading
teachers from the state of Mississippi to refine the use of reading strategies and gain a deeper
understanding of how the strategies work.
Reflections of the Researcher
As a classroom teacher of seven years, I have my own perceptions of instructional
strategies and practices within the reading and language arts classroom. I believe that in most
schools, teachers are not active participants in curricular and instructional decision-making
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process. Most of the students I have encountered struggled with reading and comprehension. I
care about students and teachers, and I want teachers to have opportunities to share their
perceptions as teacher practitioners. I want effective teachers who are successful at teaching
students to read on grade level and pass the 3rd Grade Summative Assessment to share their
instructional practices and strategies with others. I believe the most important thing a school can
do for a student’s education is to ensure he or she has a good teacher. Thus, schools need to find
ways in which they can provide teachers with the necessary tools to help them effectively assist
students to be proficient readers.
This study has highlighted for me how important it is for teachers and students to receive
research-based teaching pedagogy that will enhance the reading proficiency level of students in
grades kindergarten through 3rd grade and prepare them for success very early in their academic
careers. I was surprised by the array of practices and strategies implemented by the teachers, and
equally surprised that not all practices and strategies were considered as having equal value. In
the past, I have taught my students an array of practices and strategies targeted at improving their
reading and comprehension. I am thrilled about the practices and strategies the effective teachers
shared with me, and I am eager to employ these practices and strategies and recommend them to
others teacher practitioners.
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Appendix A: Interview Protocol
1. What specific instructional strategy do you use to prepare students to pass the 3rd Grade
Summative Assessment?
2. What specific strategies do you perceive to be most effective in getting students to pass the
3rd Grade Summative Assessment?
3. What specific strategies do you perceive to be most important in getting students to pass the
3rd Grade Summative Assessment?
4. To what extent do you differentiate your instructional strategies to teach students on grade
level?
5. What is your perception regarding the teaching of reading strategies?
6. What strategies do you use most often to prepare students for the 3rd Grade Summative
Assessment? Why do you use these strategies?
7. What are some notable strategies that lead to successful reading instruction?
8. What are some literacy problems that affect your students?
9. What are some of the struggles that your students experience?
10. What tends to work best in moving students from grade three to fourth grade?

129

Appendix B: SAMPLE PRINCIPAL RECRUITMENT EMAIL

RE: Permission to Conduct Research Study

Dear ________________:
I am writing to request permission to conduct a research study at your school. I am currently
enrolled in the Doctorate of Leadership and Policy Studies program at the University of
Memphis, and I am in the process of writing my Dissertation. The study is entitled Reading
Strategies Implemented by Teachers Whose Students Successfully Passed the Third Grade
Reading Summative Assessment in the State of Mississippi.
I hope that you will allow me to recruit a 3rd grade teacher from your school to anonymously
participate in an interview. In the interview, I will ask the teacher 10 questions about the
strategies he or she implement to prepare his/her students for the 3rd Grade Summative
Assessment. The interested teacher, who volunteer to participate, will be given a consent form to
be signed and keep at the beginning of the interview.
The interview should take no longer than 45 minutes to 1 hour. The results will be pooled for the
Dissertation and individual results of this study will remain absolutely confidential and
anonymous.
Your approval to conduct this study will be greatly appreciated. I will follow up with a
telephone call later this week. I will be happy to answer any questions or concerns that you may
have at that time. You may also contact me at by email: ssprkins@memphis.edu or by phone
(662) 336-5185.

Thank you.
Sebrina S. Perkins, Doctoral Student, University of Memphis
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Appendix C: SAMPLE TEACHER RECRUITMENT EMAIL

Greetings.
My name is Sebrina Perkins and I am a research student at the University of Memphis. I am
conducting a research study about reading strategies teachers are implementing to prepare
students for the 3rd Grade Summative Assessment. I have obtained the principal’s support to
collect data for my research. I am emailing you to ask if you would like to participate.
As a 3rd grade Reading teacher you are in an ideal position to give me valuable first-hand
information from your perspective. Your responses to the questions will be kept confidential.
The interview will last about 45 minutes to 1 hour and it is very informal. Each interview will be
assigned a number coded to help ensure that personal identifiers are not revealed during the
analysis and write up of findings.
There is no compensation for participating in this study. If you prefer not to be involved in this
study, that is not a problem at all. If you are willing to participate please suggest a day and time
that suits you and I’ll do my best to be available.
Thank you for your consideration. If you have any questions, please do not hesitate to contact me
at ssprkins@memphis.edu.

Thank you for your time.
Sebrina S. Perkins
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Appendix D: Consent to Participate in a Research Study

READING STRATEGIES IMPLEMENTED BY TEACHERS WHOSE STUDENTS
SUCCESSFULLY PASSED THE THIRD GRADE READING SUMMATIVE
ASSESSMENT IN THE STATE OF MISSISSIPPI
Who Is Doing This Study?
The person in charge of this study is Sebrina Perkins (Lead Investigator, LI), a doctoral student
at the University of Memphis in the Department of Leadership. I am currently conducting a
study on the 3rd Grade Summative Assessment. I am being guided in the research by Dr.
Reginald Leon Green (Advisor).
Why Are You Being Invited?
You are invited to take part in this research study about effective reading strategies teachers are
implementing to prepare students for the 3rd Grade Summative Assessment. The researcher is
inviting teachers over the age of 18 who are currently teaching reading at schools where at least
95 % of students met LBPA (Literacy Based Promotion Act) passing score. You are being
recruited because your principal has given his/ her approval to assist in recruiting potential
participants. If you volunteer to take part in this study, you will be one of 15 people to do so.
This form is part of a process called “informed consent” to allow you to understand this study
before deciding whether to take part.
What Is The Purpose Of This Study?
The purpose of this study is to examine instructional strategies that teachers in high performing
schools are using to prepare students to read on grade level, and thus pass the 3rd Grade
Summative Assessment.
What Will You Be Asked To Do?
If you agree to be in this study, you will be asked to participate in a face-to-face interview where
10 questions will be asked. The interview will last approximately 45 minutes to 1 hour. You have
the option of allowing your interview to be tape recorded to ensure an accurate recording of your
responses. You should also be aware that excerpts from the interview may be included in the
dissertation and/or publications phase, with the understanding that the quotations will be
anonymous.
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Below are some sample questions from the interview protocol:
1. What specific instructional strategy do you use to prepare students to pass the 3rd Grade
Summative Assessment?
2. What specific strategies do you perceive to be most effective in getting students to pass the
3rd Grade Summative Assessment?
3. What specific strategies do you perceive to be most important in getting students to pass the
3rd Grade Summative Assessment?
4. To what extent do you differentiate your instructional strategies to teach students on grade
level?
5. What is your perception regarding the teaching of reading strategies?
6. What strategies do you use most often to prepare students for the 3rd Grade Summative
Assessment? Why do you use these strategies?
7. What are some notable strategies that lead to successful reading instruction?
8. What are some literacy problems that affect your students?
9. What are some of the struggles that your students experience?
10. What tends to work best in moving students from grade three to fourth grade?
Voluntary Nature of the Study:
This study is completely voluntary. Everyone will respect your decision of whether or not you
choose to participate in the study. No one associated with this study will treat you differently if
you decide not to participate. Additionally, this study is completely anonymous, no one will
know if you did nor did not participate. If you decide to join the study now, you may still change
your mind later. You may stop participating at any time.
What Are the Potential Risks and Benefits of Being in the Study?
To the best of our knowledge, the things you will be doing have no more risk of harm than what
you would experience in everyday life. The benefits of the study include voicing your thoughts
and concerns regarding the instructional reading strategies you implement to teach your students.
What Will It Cost You To Participate?
This study is completely voluntary; there will be no reimbursement or payment for your time.
Who Will See The Information That You Give?
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We will make every effort to keep private all research records that identify you to the extent
allowed by law.
Your name will not appear on any documents. Any information you provide will be kept
anonymous. Your information will be combined with information from other people taking part
in the study. When I write about the study to share it with other researchers, I will write about the
combined information I have gathered. You will not be personally identified in these written
materials. We may publish the results of this study; however, we will keep your name and other
identifying information private.
What Happens to my Privacy if I am Interviewed?
If you agree to participate, the researcher will ensure that your identity is fully protected. Your
name will not appear on any documents. You will not be personally identified in these written
materials. Each interview will be assigned a number code to ensure that personal identifiers are
not revealed during the analysis and write up of findings. Data will be kept secure by password
protection and data encryption. Each interview will be assigned a number code to ensure that
personal identifiers are not revealed during the analysis and write up of findings. This flash
drive will be stored in a secure location that is protected by a lock and key. After the study is
completed and the required retention period is over, data will be destroyed for reasons of
confidentiality. Non-electronic data will be destroyed using a cross-cut shredder, and electronic
data will be securely erased using DBAN, a popular and free disk wiping utility available for
Windows PCs ensure the data may not be recovered.
What If You Have Questions, Suggestions, Concerns, or Complaints?
Before you decide whether to accept this invitation to take part in the study, please ask any
questions that might come to mind now. Later, if you have questions, suggestions, concerns, or
complaints about the study, you may contact the investigator, Sebrina Perkins, at 662-336-5185
or via ssprkins@memphis.edu. You may also contact the Research Participant Advisor, Dr.
Reginald Leon Green, at my university. He may be reached at 901-678-3445, or via email
rlgreen1@memphis.edu. If you have any questions about your rights as a volunteer in this
research, contact the Institutional Review Board staff at the University of Memphis at 901-6782705. I will give you a copy of this consent form to take with you.
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Appendix E: IRB Renewal Approval Email

Institutional Review Board
Division of Research and Innovation
Office of Research Compliance
University of Memphis
315 Admin Bldg
Memphis, TN 38152-3370
PI: Sabrina Perkins
Co-Investigator:
Advisor and/or Co-PI: Reginald Green
Department: Leadership, Users loaded with unmatched Organization affiliation.
Study Title: A CASE STUDY ON THE IMPACT OF THE USE OF SPECIFIC READING STRATEGIES ON
THE 3RD GRADE SUMMATIVE ASSESSMENT SCORES OF STUDENTS IN A SOUTHEASTERN
STATE
IRB ID: PRO-FY2018-2
Submission Type: Renewal
Level of Review: Exempt

Decision: Exempt
Expiration Date: -Research Notes:
Findings: This protocol was originally approved on July 31, 2017, and met the requirements for
exempt classification. Exempt approval is considered to have no expiration date and no further
review is necessary unless the protocol needs modification.

Thank you,
James P. Whelan, Ph.D.
Institutional Review Board Chair
The University of Memphis.
Note: Review outcomes will be communicated to the email address on file. This email should be
considered an official communication from the UM IRB.
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Appendix F: IRB Modification Approval Email

Institutional Review Board
Division of Research and Innovation
Office of Research Compliance
University of Memphis
315 Admin Bldg
Memphis, TN 38152-3370
January 2, 2019
PI Name: Sabrina Perkins
Co-Investigators:
Advisor and/or Co-PI: Reginald Green
Submission Type: Modification
Title: A CASE STUDY ON THE IMPACT OF THE USE OF SPECIFIC READING STRATEGIES ON THE
3RD GRADE SUMMATIVE ASSESSMENT SCORES OF STUDENTS IN A SOUTHEASTERN STATE
IRB ID : #PRO-FY2018-2
Level of Review: Exempt
Approval: December 23, 2018
Expiration: --*
The modification is approved.
Approval of this project is given with the following obligations:
1. This IRB approval for modification has an expiration date, an approved renewal must be in
effect to continue the project prior to that date. If approval is not obtained, the human subjects
consent form(s) and recruiting material(s) are no longer valid and any research activities
involving human subjects must stop.
2. When the project is finished or terminated, a completion form must be submitted.
3. No change may be made in the approved protocol without prior board approval.
*Modifications do not extend the expiration of the original approval

136

Thank you,
James P. Whelan, Ph.D.
Institutional Review Board Chair
The University of Memphis.
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